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CHAPTER I 
INTRODUCTION 
Until very recently, only a few theorists and educators had seriously 
considered the integration of an affective element into formal education. In 
the past few years, however, several books and many articles have described 
the effects on children when they are treated as human beings rather than 
things, and have contrasted a human, personal, and sharing educational 
environment with the cold, impersonal, and content oriented school systems 
which are dominant in our society. This does not mean that there have not 
been humane, caring teachers in the profession who treated children as people 
before the current focus on affective education. Fortunately, there has always 
been some of these people in classrooms throughout the country providing 
happy nurturing environments in which children have learned. The percentage 
they represent of the total number of teachers, however, is distressingly 
small. 
Many of the ideas of John Dewey, A. L. Whitehead and J. Maritain have 
found new popularity today and are restated in some of the popular works 
about education. Herbert Kohl's 36 Children, George Denison's Lives of. 
Children, and several books and articles by Paul Goodman illustrate with 
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poignancy and sensitivity, the possibility of joyful learning and growing for 
both teacher and student in an atmosphere of respect and caring. What is 
reported by these authors from their own experience with children are the 
rewards, both emotional and psychological, derived from participating in an 
environment of trust, openness and respect for the feelings of others which 
they, the teacher-authors, helped develop. These are stirring books and 
articles. They make a strong case that at least in these special situations, 
changes can occur in the behavior of students, freeing them to recognize their 
feelings and express them honestly and openly. There seems to be little doubt 
that those experiences are more likely to help an individual toward fulfilling 
his potential as a human being - of "actualizing” himself as Maslow might 
describe it, or ''becoming" according to Allport, or whatever term one might 
use to name the condition of oneness with the elements which comprise the 
whole person. Perhaps the following quotation from an essay by Clark 
Moustakas most succintly sums up the pervading attitudes and beliefs about 
personal growth, becoming, and actualizing associated with Maslow, Allport, 
Rogers, Combs and other adherents of the humanistic movement. 
The individual is engaged in leading his life in the 
present, with a forward thrust in the future. This 
is the concept of becoming, with its implications 
of change and transformation. Creation is con¬ 
ceived as a continued transition from one form to 
another. The world, while it is being perceived, 
is being incessantly created by an individual who 
is a process, not a product. The individual is 
not a fixed entity but a center of experience 
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involving the creative synthesis of relations. The 
central force for this becoming nature of man is a 
basic striving within the human being to assert 
and expand his self-determination, to create his 
own fate. 
The organism has different potentialities, and be¬ 
cause it has them it has the need to actualize or 
realize them. The fulfillment of these needs 
represents the self-actualization of the organism, 
a constant emerging of self, of one's "nature" in 
the world. Failure to actualize essential capacities 
is equivalent to not being. Thus, the goal the 
individual most wishes to achieve, the end which 
he knowlingly and unknowingly pursues, is to 
become himself. All reality is this process of 
becoming, and all life is one, a constant urge to 
become, (pp. 272-3). 
Coincident with the emergence of the experiments and the subsequent 
sharing of those experiences by such men as Kohl, Denison, and Goodman, was 
the burgeoning of interest across a wide segment of the population in becoming 
"real" people. (I have placed quotation marks around real because in this 
dissertation, the term is somewhat troublesome. By definition it suggests 
objectivity - having existence apart from an individual and his perceptions. In 
this paper I am distorting the traditional definition. I will use real as a sub¬ 
jective term which each individual uses as if it were objective. A person may 
believe he is being real when he perceives himself as honest and open, as being 
free from role playing, as being aware of his feelings and having maximum 
congruence between his wants and his behaviors. Another observer, however, 
may not share that perception. Because there is no procedure for establishing 
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an objective reality each of us has his own subjective reality which changes 
as his need to make sense of the world changes. The transfering of terms and 
concepts from customarily objective positions to subjective ones occurs 
throughout this dissertation. Chapter three includes a philosophical discussion 
of this process.) Men like Maslow, Rogers and Brown became the focal 
points around which clusters of followers began to assemble ostensibly with 
the same, sometimes tenuous, rather loosely labeled goal - the integration of 
the self. One wonders whether the apparently increasing fragmentation of our 
culture was contributing to a sense of separateness, of perhaps loneliness that 
needed remedy. Remedies have been sought in the affectively oriented, essentially 
experimental centers such as Bethel, Esalen, Aureon, and the National Training 
Laboratory in Washington, as well as among countless small groups of people 
sometimes led by trained psychologists, sometimes by self-styled facilitators 
all trying to "get themselves together" - together with themselves and others. 
Evaluation of what has come to be called the Movement or Third Force 
and including all those attempts to achieve a measure of wholeness spans a 
wide spectrum of positions from charlatanism, motived by pruriance and lust, 
to a major component of human growth. The most legitimate criticism of the 
Movement attacks two distinct conditions existing today. The first is that the 
fad aspect of the Movement has brought many unskilled and frequently confused 
and troubled individuals into the role of leader. This condition is particularly 
difficult to deal with because of the rapid expansion of the Movement, and 
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because there is serious disagreement among even the most respected leaders 
of the Movement regarding the process and criteria for the assessment and 
certification of leaders. A further tangential problem is the screening of 
potential members for individual groups. 
The second condition vulnerable to criticism is the claim to a high 
incidence of real change as the result of a marathon or a weekend experience 
as reported by both leaders and participants. To suggest that these brief 
experiences are likely to produce long-lasting changes in behavior or attitude 
seems irresponsible. One of the consequences of the euphoric belief in 
change coupled with a tendency to indulge in the various contact experiences for 
erotic pleasure in the guise of some kind of spiritual union, has brought the 
"group" experience to the "Borscht Belt" as an activity probably arranged by 
the social director. 
On the other end of the continuum is a number of concerned individuals 
who have devoted and are devoting their energies to the development and 
implementation of integrated programs with a sequence of experiences arranged 
to produce identifiable changes that have a high potential to endure. Gerald 
Weinstein, Terry Borton, Alfred Alschuler, Norman Newberg and George 
Brown, to name some of the most prominant advocates of structured integration 
of the affective element into the formal process of education, are developing 
curricula primarily for children in public education. Again there is a range of 
emphasis from a truly affective curriculum which is child-centered (Gerald 
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Weinstein), to a "confluent” curriculum which is intended to deal with the 
traditional content materials within an affective framework (George Brown). 
As an adjunct to these programs, there is frequently an in-service 
training program for the teachers who will put these programs into operation. 
An apparent bind in that scheme is the lack of follow-up or continuing relation¬ 
ships between the staff of teachers and the training team. The length of the 
training program appears to be an important factor in producing enduring 
changes in the attitudes and behaviors of the teachers as well. 
In spite of the apparent benefits of extended immersion in the affective 
environment, creating enduring changes in behavior and attitudes, one 
opportunity to efficiently realize these benefits has been almost totally neglected. 
It is the undergraduate teacher training program. Currently there are precious 
few programs that expose their students to the affective dimension of the 
education of people. Fewer still are the programs with an affective orientation 
which shapes and colors the whole process. In other words, it is not enough to 
have a course or set of experiences which have to do with the "affective 
dimension" of education, and have them distinguished from methods courses or 
foundations courses which are sometimes categorized as belonging to the 
cognitive domain or dimension. I am convinced that all learnings and experiences 
have some effect on the whole person and it is important to avoid the usual 
fragmenting and compartmentalizing of inputs into arbitrary categories such as 
cognitive, psycho-motor, and affective. An affective orientation iccognizes 
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that all inputs come through the senses and that the filtering process through 
those senses must not be ignored if the impact of any experience is to be most 
fully assessed. As I use ’’affective orientation” in this dissertation, I want the 
reader to understand that the program not only recognizes the process of 
filtering, but consistantly draws attention to the recognition of the totality of 
each individual’s response to his experiences. 
I shared in the development and management of a program with an 
affective orientation at the University of Massachusetts, and the model which 
is presented in this essay is based on that experimental program. I believe 
it answers the needs for both a personal growth experience for the participants 
as human beings, and a training program for the sharing of the self with another 
whether the relationship be teacher-student, teacher-teacher, or student- 
student. 
The assumptions concerning the value of an affective orientation, of 
creating an atmosphere of trust and openness, of expressing feelings, and 
having respect for them and those of others are shared by a large number of 
prominant philosophers, psychologists, educators, and artists, who can find 
the roots of their beliefs in the great writings of antiquity. I have already 
mentioned some of the modern exponents of these views, and one can see 
in The Republic of Plato the recognition of the need to bring into harmony the 
various elements of the whole, be it the person, the state, or the universe. 
An unpublished dissertation by Kenneth Lenchitz at the University of Massa- 
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chusetts traces the history of the forces which have assembled under the 
umbrella of the Movement, or Third Force psychology. 
However, even the most established and respected names in the 
Movement have not so firmly established the assumptions about human needs, 
desires, and behaviors - upon which so much of their work is based - that 
those assumptions are free from question and even assault from equally 
established names in philosophy and psychology. Nor should these assumptions, 
or any others for that matter, be free from question and, at times, assault. 
Indeed, what we call progress or the development or evolution of ideas depends 
on the questioning process. 
It seems more difficult than ever to decide on criteria for assessing 
and describing the dimensions of morality and ethics - what’s good, what's 
evil; what's right, what's wrong - what who's to judge? "Accountability" is a 
term popular in the jargon of education as well as business and government. 
For certain tasks such as repairing a stopped sink or a hole in the road there 
is little or no problem for the worker to answer the questions, accountable 
for what ? and accountable to whom ? But whether the issue is as public and 
enlarged as the Nurenburg trials or the Calley court martial, or as apparently 
inconsequential as the lining up of children in school according to sex, the 
problem of accountability becomes different in kind because human lives are 
involved, and it becomes only a difference in degree whether the issue is of 
life and death, or of helping or hindering the potential growth of one child or 
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a number of children. 
Even the preceding statement, however, contains an assumption clearly 
not shared by all people - that human life is of transcendent value. Following 
the disruptions in the urban ghettos of several summers past in which the 
Blacks took to the streets and vented some of their frustration by burning 
and looting property, most of which was owned by slumlords who live in the 
suburbs, public opinion surveys overwhelmingly favored a "shoot to kill" policy 
for the police to use on the arsonists and looters. Although the law restricts 
the death penalty to crimes of murder, treason in time of war, and in some 
cases, rape, apparently a great many Americans value property much more 
than the life of another human being. 
The values of our current society span a wide spectrum, and many 
people are enormously frustrated with the fact that some people have values 
different from theirs, but are even more frustrated by the fact that they know 
of no authority by which to prove that they are right, and others are wrong. 
So too, is our current history filled with debates over the conflict of what is 
good for us as individuals and as a society, and what is evil. The drug issue 
is a particularly volatile one, because it has implications which invite inquiry 
into the question of reality - a question which in my experience is avoided by 
all but a few persons who either have an interest in philosophy or perception 
or are "into drugs. " 
All of these areas - ethics, morality, values, and reality - are in 
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some way linked to epistemology, the study of theories of knowledge, and ask 
in only slightly different ways, "How do we know?" The tools available to us 
today are as I see them, unequal to the task. Unfortunately, many people are 
reluctant to discard them, and try to force a solution nr resolution with 
inadequate or inappropriate tools. The consequences of that process is 
frequently the distortion of the problem. An analogy might be the use of a 
regular screwdriver to open the back of a failing TV set which is fastened with 
a phillips screw. Because the tool fits the screw improperly, the screw head 
becomes flared and the driving edges disappear. The result is that the problem 
has shifted from the faulty TV set to the distorted screw. 
What has all of the above commentary relating to epistemology and 
uncertainty have to do with teacher training? Only this - that my own engage¬ 
ment with these problems has left deep impressions on me and has, therefore, 
changed me, and I believe the change to be significant. The program which I 
am presenting in this essay, reflects my beliefs and assumptions about how 
people behave and about basic human potentialities. In chapter two I articulate 
my beliefs and assumptions, and the goals which I have derived from them. 
Many of the beliefs are shared by and in some cases inspired by some of the 
writers mentioned above. The idea of community, a fundamental aspect of 
the proposed program which will be discussed more fully later, is derived 
from Dewey’s definition in Democracy and Education (1966), and altered to harmo¬ 
nize with both my beliefs and my goals. Included as well are some of the processes 
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and behaviors which I believe will allow the community to flourish. Among 
these are communication, both verbal and non-verbal, clarity of motivation, 
and the process of valuing. 
But because I have doubts about the ’’truth” of my beliefs, the "real” 
value of what I propose, the "real” value of how I behave as a human being who 
calls himself an educator, and doubts about the existence of any reality beyond 
my creation, I have included chapter 3 in which I attempt two things. First, I 
attempt with the use of exerpts from writers, whom I believe to be some of the 
most thoughtful literary artists of this century, to demonstrate in what, to me, 
is a very exciting way, the consciousness of the confusion, the loss of value, 
and the loss of order, as well as some ways of dealing with those conditions. 
Perhaps there is a question here about the usefulness of such works when I am 
uncertain of their intention, but the key to understanding how an existentialist 
deals with subjective reality is to recognize that when he uses objective terms 
such as is, b£, real, true, or prove he is using them in a personal subjective 
way and within a unique perceptual frame, and, depending on his beliefs about 
human interaction or communication, will have to one degree or another, a 
belief that there are others whose perceptions approximate his own and with 
whom he can share himself and his experiences. 
The second thing I expect chapter 3 to do is to help explain a particular 
way of confronting, describing, and dealing with the existential world - a way 
.that has been very useful to me in my engagement with my world. This 
12 
chapter serves to help the reader get a better sense of me, my struggles 
with these problems, and my doubts about my conclusions. I hope that in that 
way it will prepare the reader for the experience of the program - that he be 
able to sense the spiritual, emotional, psychological, and physical investment 
which I and the staff who helped shape it have made in it. 
Chapter four is the presentation of the program. It spells out in some 
detail the structures within which the various experiences are offered, and 
then proceeds to describe some of the major offerings which I believe best help 
achieve the goals of the program. Now, even though this program is based on 
two years of experience with an experimental undergraduate teacher-training 
program at the University of Massachusetts, and the projected model represents 
the careful assessment of the entire staff and many of the participants of the 
experimental program, there are personal dimensions to the overall evaluation 
of the program which I believe must be made explicit so thi their full weight can 
be felt. As I mentioned just above, the program represents an enormous 
investment by the whole staff. All of us, but to varying degrees, still believe that 
what we have done and what we will do in the future contributes to the personal 
growth of those who participate with us in the program, and as a result, they 
will be better teachers for their experience with us. The growth of others, 
however, is no more important than my own growth. 
Once I have asserted my belief in a subjective reality, it becomes clear 
that the teacher-training program is more important to me as a vehicle for the 
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expression of my beliefs and the testing of my assumptions (within a sub¬ 
jective frame), than as a vehicle for helping others grow. The program provides 
me with experiences which nourish my beliefs about human behavior and inter¬ 
action. It provides an environment with the least personal dissonance for me 
in which I can imagine myself functioning. In this sense, it is a construct 
which allows me to develop my potential as I currently perceive it. When I 
again direct a program such as this, it will reflect my attitudes, my perceptions, 
the totality of my being as it functions as my vehicle for a significant engagement 
with my environment. 
Chapter 5 outlines the four year sequence of the program. The intention 
here is to illustrate the integration of the various components of the program 
into the larger model of community. The reader should be able to see the 
relationship between each of the experiences and the goals of the program, and 
how the program itself models the community it is designed to help foster. In 
other words, the staff and the participants constantly try to behave in ways 
consistent with their beliefs. We avoid lecturing about the shortcomings of 
lectures. The reader will see the organic structure of the community with the 
resources of all its members cultivated for the benefit of all. 
Chapter 6 describes some of the results of the model program as they 
might manifest themselves in a classroom, and points out some of the practical 
reasons for achieving those ends. In this chapter the interaction between open, 
trusting individuals - in this case students and teachers - is projected, and the 
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consequences elaborated. The practicality, and by this I mean the usefulness, 
of these changes becomes apparent when one can see that the people who engage 
in this process more closely resemble the fulfilled, contributing member of 
the community-or 'society which educators have been striving to produce for 
at least the last fifty years. Since Dewey, the goals of formal education have 
been stated in many different rhetorical styles, but have been strikingly similar 
to each other and to those I spell out in this dissertation. I believe that those 
goals can be realized, and these processes seem to be means to those ends. 
This dissertation closes with an afterword in which I restate my struggle 
with the problems inherent in a program or any activity for that matter, con¬ 
ceived from a subjective perceptual frame, highly ideosyncratic, and very 
personal which is imposed on other human beings. Although I believe my motives 
to be unsullied, I am fearful of the power I choose to wield. 
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CHAPTER II 
GOALS, VALUES AND BELIEFS 
Deciding on a place to start, a beginning, is sometimes a rather difficult 
task. One is frequently plagued with the questions, where did these ideas come 
from, or what are the events and experiences upon which these assumptions are 
made? Beginnings are also difficult because of the simultaneity of experiences 
surrounding the epiphanal moment when things suddenly have meaning, and, 
like Prufrock when he is faced with the dilemma of having to choose one place 
from the several equally important and equally compelling places, one might 
ask, "and how should I begin?" and he must choose one at the expense of the 
others, for one can never begin at more than one place. 
In this dissertation, I will be discussing the question of beginnings, 
middles, and ends; our apparent need to see things and events in meaningful 
linear sequences, and how this condition effects education in particular, but 
that will come later, now I must make a beginning. 
I have chosen as my starting place a statement of the major goal for 
our culture. I offer the proposition that unless we have a fairly clear notion 
of what we want, the processes in which we choose to invest our resources - 
human and material - must arrange themselves or relate to each other in a way 
‘ that is chaotic, haphazard, and obviously frustrating to the apparent need to 
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connect one thing with another in some kind of manageable and meaningful order. 
In an attempt to share with another how I make sense of my world, my culture, 
and my place in them, I have chosen the concept of Community as the primary 
organizing idea and cultural goal around which and toward which I will develop 
this dissertation. Within this context I will present the teacher training model. 
There seems to be general agreement among philosophers and educators 
that one of the major goals for any community is to prepare the young to assume 
the responsibilities and functions which contribute to the maintenance of that 
community. It is also agreed that the maintenance of the community depends on 
the transmission of beliefs, attitudes, values, and goals which distinguish the 
particular community. Therefore, the community if it is to continue, must in 
some way insure that these facts, skills, attitudes, and functions are acquired 
by the young. 
In small, less technological communities, where the family seems to be 
a stronger organizing influence or hub of activities, the likelihood of the 
intentional transmission of values, attitudes and the like as part of the nurturing 
process of the family in the home seems greater than in the highly specialized, 
fragmented, mobile and competitive gatherings of individuals and families found 
in our urban and much of our suburban situations today. I chose not to call 
the gathering of families and individuals as I described them immediately above 
"communities” because I think the distinction that Dewey (Democracy and 
Education) makes about "community" is quite useful, i.e., that it have a common 
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purpose or set of goals of which it is conscious, and is consciously working 
toward that purpose or set of goals. One of my goals is the uncovering of those 
communal feelings which are so clearly a part of our species, and the looking 
for some ways of re-inventing or re-creating community. For me the dimensions 
of the definition of community are dynamic and, I believe, maturing. I believe, 
however, that some of the criteria can be described. 
To begin with, I’d like to elaborate on the notion that a community has 
a common set of goals and/or a common purpose. I would also like to distinguish 
some other valid reasons for people to gather together, from the goals and 
purposes of community. For example, it is certainly valid that people live 
close to one another for their mutual protection and for the most efficient use 
of some of their resources, i.e., that the person skilled in weaving cloth for 
clothes may not be the best tailor or carpenter or farmer, but by trading on 
his skills, or trading a product, he can get other goods and services which he 
otherwise might not be able to produce or have. What I am describing rather 
superficially here, is the coming together for the benefit of those individuals 
who live and work in close proximity to each other, rather than the coming 
together for the benefit of the community of which each is a part. 
In a community, as I define it, the members share their skills and 
talents, that is to say, they share themselves with the others, rather than trade 
on their skills or their products. They become part of a larger whole, and 
strive to nourish the whole and its parts. 
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I believe that man wants to live in a community; that he wants to share 
himself with others and become part of the All; that he wants to be free to 
determine his destiny; that he wants to be able to find or create alternatives to 
behavior he believes inhibiting, and to be able to choose among them. I believe 
also that he wants to trust others and be trusted by them; that he wants to be 
open and honest with others, and they with him; and that he wants his goals and 
those of the community to be one. I believe that in such a context, man stands 
the best chance to fulfill himself, to become actualized. 
Because I believe those things mentioned above, some of the subsequent 
goals which are therefore most likely to be present in a community are to create 
a body whose sum is greater than its parts and in which, the individual and the 
community have the greatest potential for growth; that each embrace his 
experiences, his environment, his world with love, sympathy, compassion, 
and intensity to whatever degree he is capable; that each strive to approximate 
for another his engagement with his world, and attempt to transmit those 
experiences, skills and pieces of information which he believes are important 
to the growth of the community and its parts, to share with another those 
moments he believes have made him richer, more complete. Another goal is 
that each support the other as he strives to actualize himself - to make him 
feel safe and wanted as he explores alternative routes to his goals. The last 
major goal I’ll mention here is that each share in the process of valuing - 
whther it be affirming or re-affirming what each already holds important, or 
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introducing value to some new event, experience, or thing. 
There are lesser goals for a community, and they are the skills and 
processes which help the community and its parts grow. For example, for the 
process of sharing to be effective, the person who wants to share himself with 
another has to be able to get in touch with his feelings, to articulate first to 
himself his responses to whatever experience he wants to explore and perhaps 
extend or share. He might listen to the relationship between the content of 
what he is saying and the tone in which he says it. He will examine behavior 
patterns and try to assess what those behaviors do for him - what value have 
they for him. He will want to be clear about the difference between what he 
wants to do, and what he thinks he should or ought to do, and be clear about 
why he is behaving the way he is at any given time. 
The next area of concern vital to the existence of the community is 
communication. This is a rather complex subject, for it includes not merely 
the verbal language which still seems to dominate the definition in schools, or 
even the signs or symbols of our math and sciences. Communication, as I use 
it here will naturally include these areas, but will focus more on the non-verbal 
language of voice tone, body movements, and postures which some research 
estimates to make up over ninety per cent of the communication that goes on 
between people. Beyond even this dimension, I want to include the communication 
with one's feelings - to be in touch with the variety of forces acting on a person 
at any given time. 
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In the jargon of the field of communications, the terms sender and 
receiver are used to label the principals who are engaged in the transmission 
of a message. When the intended message is not clearly received, the sender 
and often the receiver are frustrated by the process. The more closely the 
sender’s intended meaning is grasped by the receiver, the lower the frustration 
level. Therefore, one of the objectives of an educational system which is 
committed to the establishment of community is the development of skills and 
processes which can maximize the similarity between the message sent and the 
message received. 
In the introduction I mentioned briefly my concern with subjective reality 
and personal perceptual frames. In this chapter I have elaborated the concept 
of community and the value I place on that concept as a personal and cultural 
goal, and I have in the last several pages subdivided the major goal into 
manageable behavioral objectives. What I haven't done is explain how, if I 
believe that I create my own reality, I <^an involve myself in a program that 
affects other human beings and in which I impose my values on them. The 
question is not an easy one to answer, but I will attempt that task in the next 
chapter. 
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CHAPTER III 
TEACHER TRAINING MODEL 
Turning and turning in the widening gyre, 
The falcon cannot hear the falconer: 
Things fall apart; the centre cannot hold; 
Mere anarchy is loosed upon the world. 
Yeats, "The Second Coming" 
As the evidence accumulates against the possibility of knowing anything 
objectively, more and more people are experiencing the fear and loneliness 
which a subjectiviely perceived world implies. The process of making sense 
of a world which is changing at a rate currently beyond man's capacity to engage 
with it to his satisfaction, has become almost overwhelming. Amid these 
changes, example after example of man's inhumanity to his fellow man and to 
his fellow creatures impinge on his systems which purport to describe the world 
as evolving in a positive direction, and man as developing into a saner, more 
sensitive, and civilized being. The horror of wars, reaching some kind of 
demonic peak with the nuclear devastation loosed on the Japanese, are the most 
vivid examples of those events and conditions which violate man's expectations 
about himself and his world. The acceptance of the position that man is in 
fact, a brutal, selfish, destructive animal who is engaged in the process of 
destroying himself and the world he lives in, leads one to despair and perhaps 
suicide. 
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Out of that despair there developed just prior to the second world war 
a philosophy of existentialism. Without elaborating that philosophy or 
distinguishing the variations among the major contributors to its development, 
I can still define the philosophy in a way that .will allow me to draw on some of 
the terminology and positions associated with existentialism. As I use the 
term, existantialism will refer to that philosophy which recognizes that there is 
no way of knowing anything about the world. The existentialist recognizes that 
he is bound by his senses which are experientially conditioned filters which 
transform all incoming information. His brain can conceive of and construct 
models of existence, but there is no process for establishing the truth or 
falsity of whatever the mind creates. The implications of this position are 
enormous. Not only was man faced with the question, "How do I know?" but in the 
face of the horror he perceived, he asked, "Why should I continue to exist in 
this chaos ?" 
These questions were asked in earlier centuries by great thinkers such 
as Schopenhauer, but it wasn't until Neitzsche that a satisfactory way of 
answering those questions was articulated, and it is to Neitzsche that the 
existentialists seem most deeply indebted. For it was he, in Beyond Good and 
Evil who articulated a way out of the dilemma. He introduced the concept of 
transvaluation, which allowed the individual that God-like power to create the 
world - to create it and re-create it as his needs to make sense of it change. For 
Neitzsche, the acceptance of subjective reality was not reason for despair but for 
joy. 
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More recent followers of Neitzsche have articulated the position that 
the individual has not only the power to create order out of chaos, sense out 
of non-sense, and value out of a void, but that.he has a..responsibility to adhere 
to his system as long as he can. He must not forget that he is the creator, and 
that the value of his system is, in the end, personal. 
In the section immediately following, I have drawn heavily on Frank 
Kermode for a construct which helps me engage with some existential problems 
which are crucial to me. Using his definitions of myth and fiction I present 
my engagement with such problems as man’s inhumanity to man, man's apparent 
need to predict his future, the consequences of perceiving events as not only 
sequential but causally related, and of his investment in logic. 
I take advantage of my existential freedom to assert that there are 
some experiences which if not identical among men, are similar enough to 
be called common. I use excerpts from some of the major literary artists of 
this century to communicate these common experiences, and throughout the 
chapter, I have made connections between these experiences where they 
exist culturally and where they exist in education. 
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.rJSiflfilJfy ’^hor^otaiity «f-t4vts cutter is intended to make clear the 
context in which I assert my beliefs, I offer my teacher-training model. 
In a series of lectures collected under the title The Sense of an Ending. 
Kermode quotes Neitzsche concerning fiction: "The falseness of an opinion is 
not any objection to it." He continues, the only relevant question is "how far 
the opinion is life-furthering, life preserving, species preserving," (p. 37). 
Kermode gives some illustrations of the danger of this position such as perceiving 
the extermination of the Jews as a species preserving act, but explains the 
danger as one related to the consciousness of the fictiveness of the opinion. 
It is here that Kermode makes what I believe to be a marvelous distinction 
between fiction and myth. 
We have to distinguish between myths and fictions. 
Fictions can degenerate into myths whenever they 
are not consciously held to be fictive. In this sense 
anti-Semitism is a degenerate fiction, a myth; and 
Lear is a fiction. Myth operates within the diagrams 
of ritual, which presupposes total and adequate 
explanations of things as they are and were; it is a 
sequence of radically unchangeable gestures. 
Fictions are for finding things out, and they change 
as the needs of sense-making change. Myths are 
the agents of stability, fictions the agents of change. 
Myths call for absolute, fictions for conditional 
assent. Myths make sense in terms of a lost order 
of time, illud tempus as Eliade calls it; fictions, if 
successful, make sense of the here and now, hoc tempus. 
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It may be that treating literary fictions as myths 
sounds good just now, but as Marianne Moore so 
rightly said of poems, 'these things are important 
not because a/high sounding interpretation can be 
put upon them but because they are/useful,' (p. 29). 
I expect that I will deal further with the place of fictions in educational 
philosophy, but let it suffice here to say that the constructs, the systems and 
schemes that we as educators design and experiment with on the young are 
fictions, and become dangerous when they become rigid and degenerate into 
myths. We must use these fictions to help us find things out about ourselves 
and the world which we are and which we make, and we must be sure to change 
our fictions as the needs of sense making change. 
The above statement served, I hope, to put into perspective the goal of 
"community" and to allow me some license as I explore some of the aspects 
of education in a community. 
One particular fiction has both helped us as a culture to become to 
some degree predictive and productive - to impose an order on the woild which 
provided some freedom to grow in a variety of directions, and at the same time 
has tended to limit the potential for those monumental leaps which we are 
accustomed to hearing labeled breakthroughs in medicine and science. That 
fiction is that time and events are arranged on a rectiiiniar scale. In other 
words, that events have a discernable causal relationship to one another, and 
that because of that relationship, we can predict the future. Again I will look 
to Kermode for the genesis of the idea that Western man feels the need to 
divide the rectiliniar time line into meaningful and manageable segments; that 
events must have beginnings, middles, and ends; and that our dilemma is that, 
to use Kermode's phrase, we are always in the middest - we are unable to 
stand outside of ourselves and our lives and see the whole. Still, we have 
tried and continue to try to conceive of the boundaries which describe, define 
and at times proscribe our lives and the events they contain. As the Bible 
begins with "In the beginning God. . . " and ends with Revelation, the account 
of the end of the world, so too do many of the symbols reflect the cultural 
concern with completion and unity. To make the story of the creation of the 
world and of man meaningful, the poet had only to use the images of God the 
creator shaping the world with his hands and placing the creatures on it. 
Painters have portrayed the creation in very vivid scenes which show God 
either breathing life into the clay which becomes Adam or perhaps merely 
touching his finger as in Michaelangelo's creation on the ceiling of the Cistine 
Chapel. It is important to note that the major painting of that chapel is of the 
day of judgement, when all the seals are opened and time and change cease 
forever. To make the story manageable, the poet of the creation ode desciibes 
the process as one taking but six days. Even today when we are assaulted by 
astronomical figures used to describe the national debt, the distances between 
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stars, the amount of TNT to which the super bombs are equivalent, most of 
us cannot truly grasp what a million of anything is. It is not surprising then, 
to find man establishing a fixed time of the creation - 4004 B. C., and to attempt 
to figure out from the scriptures when the end will come. Kermode lists 
several dates which believers were convinced matched the conditions set forth 
in Revelations. 
Just as man is in the "middest" concerning the fate of the world, so is 
he in the middest” concerning his own life. It is in this model that most of us 
attempt to be predictive, and, consequently, here where we depend on the 
fiction of rectiliniar time and events. It is our failure to predict accurately 
which has caused us our greatest anguish, and which has provided the artist 
with one of his most tragic themes. 
So, too are the teachers and students in most of today's schools in the 
"middest" in terms of the very process. Long gone are the one room school 
houses in which a teacher had the opportunity to watch a child grow and develop 
over a period of several years. Most educators today see a child for one year, 
and it is very frustrating not to be able to see the results of one's labor. The 
teacher realizes that each child's history before he comes to her classroom is 
unique and varied - so much so that complete knowledge of his past is unavail¬ 
able to her. Rather than remain frustrated, she acts as if the children entering 
her class are essentially the same, and need the same things or experiences. 
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That she does this may be necessary, but it is only acceptable as long as she is 
conscious of the fiction. When she is not, she loses her capacity to predict 
future behaviors and attitudes which makes her confused and frustrated. 
Also frustrating for her is the fact that in the child's larger learning 
program (twelve to sixteen years of formal schooling) her part is small and 
seemingly insignificant. She is unable to assess her contribution to his growth. 
She is, therefore, denied both the child’s beginning and his end, and is confined 
to the "middest. ” She tries to satisfy her needs for causality and predictability 
by imposing them on what she has. The results in many cases are spurious 
and often hurtful. 
It is not difficult to understand why she seeks for authority outside 
herself to justify her activities. When the curriculum is imposed from without, 
she is free of the responsibility for the child's learnings. Her major responsi¬ 
bility becomes the fulfillment of the tasks assigned to her, and her success is 
determined, in large measure, by the quantity of material covered and retained 
by the children. 
The child in school is, likewise, always in the "middest. " He is almost 
never made aware of the value of what it is he is doing. He is told that some¬ 
day, all he is learning will be useful to him. He is being conditioned to be 
future-oriented. Like the farmer who plants in one season for a harvest in 
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another, the child is constantly reminded that what he is doing is preparing 
him for something else, (geometry will be useful in college, Latin will help 
you with English, or competition now will ready you for the competitive world 
outside). In the illustrations I've given I neither accept the structure or the 
content, and for the student the ends are so distant that they become unreal. 
In the early grades, the question of manageable time needs to be ex¬ 
amined. In many elementary schools I visited the day had four cognitive 
segments - language arts, math, science and social studies - each of which 
was forty minutes long. Two of the units were in the morning, and two were 
after lunch. Although many teachers were sensitive to the excessive length 
of the lessons for several of their children (who demonstrated their discomfort 
either by ignoring the lesson or by disruptive behavior) the teachers felt locked 
in to the structure, and either ignored the disruptive child or treated him as a 
discipline problem. 
While most educators recognize that children have different attention 
spans, that recognition rarely influences the structure in the school. Not only 
are the cognitive lessons too long, they sometimes extend over several days. 
For some children, the span is too great - they lose sight of the beginning by 
the time they get to the end. 
Perhaps I can make explicit the relation between rectilinear history, 
logic, causality, the desire to predict, and beginnings, middles and ends. A 
rectilinear view of history assumes that events happen one after another and can 
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be arranged on a line. An opposing view recognizes the simultaneity of events 
and might visually represent them as an orchestration. Much of our sense of 
the relationship of one event to another is sequential. As a child might tell a 
story, this, and then that, and then something else." Because of our cultural 
investment in formal logic, we tend to try to place events into some kind of 
sylogistic pattern, such as, if A then B, if B then C - Given A, we can 
conclude C. Later in this chapter I discuss the usefulness of that reasoning in 
dealing with many of the technological phenomena existing in our culture. I 
also mention the limits of logic as it applies to human behavior. But the 
sylogistic model has not only been applied to human behavior, it has been inter¬ 
preted as being both predictive and causally related. In other words, if A 
then B not only means that if condition A exists then B will follow if it doesn't 
already exist, but beyond that, that A causes B. We are frequently aware of 
the process of looking to the immediate past to explain the present. I have 
already mentioned the concept of manageable segments of time, and I believe 
that once the reader accepts the position that we tend to see events and 
experiences as encapsulated units, the link to manageable time becomes quite 
clear. I see these issues as vitally inter-related, and in the illustrations 
which follow, I refer to the cluster as a single theme. 
So much of the great literature of the west deals at least in part with 
this theme. Even Oedipus is a victim of the process of applying causality and 
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logic to the human condition. He is told that he will murder his father and 
marry his mother. To avoid that horrible prophecy, he leaves his home and 
his parents - at least he left two people he thought were his parents. Job tries 
to reason with God. He believes in justice and logic. His argument goes 
something like this: If one is bad, God will punish him, if he is good, he will 
be rewarded. I am good, but I am being punished. His frustration leads him 
to challenge God and His reason. In King Lear the king himself sets the tragedy 
in motion by his reaction to his failure to predict accurately the behavior of 
his daughters. The play again and again violates the expectations of both the 
characters and the audience. 
Contemporary literature too, is rich with examples of this theme. In 
James Joyce’s A Portrait of the Artist as a Young Man, there are two fine 
examples that jump to my mind. The first is Stephen's attempt to change the 
relationships he has with his family by changing some of the material conditions 
in which they live. Stephen won a cash prize for an essay, and Joyce records 
the events following: 
For a swift season of merrymaking the money of 
his prizes ran through Stephen's fingers. Great 
parcels of groceries and delicacies and dried 
fruits arrived from the city. Every day he drew 
up a bill of fare for the family and every night led 
a party of three or four to the theatre to see 
Ingomar or The Lady of Lyons. In his coat pockets 
he carried squares of Vienna chocolate for his guests 
while his trouser pockets bulged with masses of 
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silver and copper coins. He bought presents for 
everyone, overhauled his room, wrote out 
resolutions, marshalled his books up and down 
his shelves, pored upon all kinds of price lists, 
drew up a form of commonwealth for the house¬ 
hold by which every member of it held some office, 
opened a loan bank for his family and pressed loans 
on willing borrowers so that he might have the 
pleasure of making out receipts and reckoning the 
interests on the sums lent. When he could do no 
more he drove up and down the city in trams. Then 
the season of pleasure came to an end. The pot of 
pink enamel paint gave out and the wainscot of his 
bedroom remained with its unfinished and ill 
plastered coat. 
His household returned to its usual way of life. His 
mother had no further occasion to upbraid him for 
squandering his money. He, too, returned to his 
old life at school and all his novel enterprizes fell 
to pieces. The commonwealth fell, the loan bank 
closed its coffers and its books on a sensible loss, 
the rules of life which he had drawn about himself 
fell into desuetude. 
How foolish his aim had been: He had tried to build 
a breakwater of order and elegance against the sordid 
tide of life without him and to dam up, by rules of 
conduct and active interests and new filial relations, 
the powerful recurrance of the tide within him. 
Useless. From without as from within the water had 
flowed over the barriers: their tides began once 
more to jostle fiercely above the crumbled mole. 
He saw clearly, too, his own futile isolation. He 
had not gone one step nearer the lives he had sought 
to approach nor bridged the restless shame and 
rancour that had divided him from mother and brother 
and sister. He felt that he was hardly of the one 
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blood with them but stood to them rather in the 
mystical kinship of fosterage, foster child and 
foster brother, (pp. 97-98). 
This extensive quotation is rich in the examples of the fictions common to so 
many of us. 
The desire to belong, to be a part of a community is strong within most 
people. Perhaps the desire or need to be loved encompasses the other feelings. 
The degenerated fiction or myth that causes so much pain for so many people 
is that certain behaviors will cause one to be loved. Whether like Stephen we 
try to order our lives and live by new rules of conduct, or like so many young 
people I know, achieve at school with the hope that good grades will bring them 
love, the achievement brings only disappointment and new demands. On rare 
occasions, the experience brings insight, and with the insight freedom from that 
particular myth. 
For community to exist, suggests Dewey (1966), there must also be 
communication. It seems obvious to me that before one can intentionally 
communicate with another, he must bring to consciousness what it is he wants 
to communicate. As I mentioned earlier in this paper, most of the information 
which must be transmitted from one generation to another for a number of 
people to gather together - the skills and facts which make more efficient use 
of the combined resources of the group - is not of the sort which demands that 
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the individuals share themselves with others, rather it may even help individuals 
avoid dealing with the desires for community, of integration by allowing them 
to hide behind myth that those facts and skills are so vital as to demand all 
of one’s energy. 
In the democratic primary campaign of 1968, Eugene McCarthy made 
popular the phrase ”We must reorder our priorities. ” He too, was trying to 
discard some of the myths about nuclear races, bombs and butter, and defending 
against communism. He enlisted many of us to join him in the fiction that if 
we collected enough signatures, sent enough telegrams, wrote enough letters, 
we might influence the voters to elect peace delegates to the convention. 
Further, the same process might influence the delegates at the convention to 
support a peace platform. The pain and disappointment was greatest for those 
who got so caught up in the fiction as to forget its fictivness. 
In much the same way, educators get caught up in phrases like 
’’information explosion" and "new curricula" so that they become blind to the 
fictivness of all systems (if in fact they were ever aware of it)» A great 
many teachers are aware of some of the myths about education, particularly 
those concerning the accumulation of information and the inculcation of values, 
but do not feel free to act on their beliefs. A great majority of the teachers 
I’ve worked with, while recognizing the myths mentioned above, have said to 
me something to the effect of, "Well, I’ve got to finish what's in the book, and 
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then we can do. . ." The whole area of fun-learning seems to be relegated to 
a position of an extra, something to be fit in if there is enough time. It seems 
a bit bizzare to me that frequently teachers use the fun-learning time as an 
incentive to the class to do the drudgery, the dull stuff of the formal 
curriculum. It is very painful to me to have a teacher insist that the class 
demonstrate that they can name the capitals of the fifty states before they can 
talk about what is important to them. When challenged on this point, the 
standard response is, "I have to do this, or I’ll lose my job." At this point, 
another illustration from Joyce. This one deals with Stephen's disappointment 
after he receives absolution for his sins of the flesh. Joyce captures the 
release, the catharsis which comes with the confession of Stephen's sins, and 
also the fiction that the new feeling of belonging might be enhanced if he gives 
himself to the church. So Stephen gives himself wholly to God and the church, 
and for a brief term, his expectations are fulfilled. But he discovers that 
"A restless feeling of guilt would always be present in him: he would confess 
and repent and be absolved, confess and repent again and be absolved again, 
fruitlessly. " He begins to doubt the value of his confession - that it hadn't 
been good. Stephen rejects that however, "But the surest sign that his 
confession had been good and that he had had sincere sorrow for his sins was, 
he knew, the amendment of his life. I have amended my life, have I not? 
he asked himself," (p. 153). The fictiveness of that opinion comes clear when 
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Stephen suddenly discovers that his soul is not committed to the church - that 
he will not accept the power of the priesthood at the cost of his freedom. Yet 
the fiction has served him well. It allowed him to confront himself on a crucial 
issue in his life, and to find clarity. It is a major step toward the position 
which he is able to assert near the close of the novel, "I will not serve that in 
which I no longer believe, whether it call itself my home, my fatherland, or 
my church: and I will try to express myself in some mode of life or art as 
freely as I can and as wholly as I can, using for my defense the only arms I 
allow myself to use - silence, exile, and cunning. " 
Wouldn't it be exciting to have those teachers who now say, "I have to 
do this or lose my job" say, "I will not serve that in which I no longer believe?" 
Perhaps the likelihood of changing many of today 's teachers to the point where 
they would make such a strong statement is rather slim, but I believe it is 
worth the effort. More important, however, is the training of prospective 
teachers - exposing them to the kinds of experiences which will encourage a 
strong commitment - to be free of the paralyzing myths, and able to construct 
useful fictions. 
In Education a myth persists that because people happen to be in about 
the same place at the same time that their experience is the same. In spite of 
all the evidence to the contrary (Lenchitz, 1971) classrooms are mainly 
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structured, and materials presented, and tests given as if there were a single 
correct response to a particular experience. If one can accept the work of 
Ames (1960) on perception and his conclusions supporting subjective reality - 
and I do - then this particular myth is very dangerous. If by shifting one’s 
position from one that expects identical responses to one that hopes to 
approximate the experience and share the response, the myth might be elevated 
to a fiction. 
I'd like to interject an anecdote here that describes an event which was 
meaningful for me. While riding in my car with my children not long ago, I 
was frustrated by a rather common experience. My younger son, then under 
two, was asking for something, but his speech was not particularly distinct, and 
I couldn't figure out what he was trying to say. I listened as closely as I could, 
but he continued to repeat the same sequence of sounds with growing agitation 
and frustration with me. I, of course, tried to substitute words that in my 
hearing resembled the noises coming from my son, but in this case I failed 
to discover whatever symbol or set of symbols he was attempting to use. I 
realized that I rarely have that problem with my five year old - mostly because 
his speech is clear and his pronunciation much more precise, but there is 
another element of major importance for me: my older son can now use his 
rather large vocabulary together with his history of his own experiences to 
create similies and metaphors. He can now say, "in other words. . . 
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It occurred to me that what allows us to manage new experiences, and 
to communicate an experience to another, is our ability to say, "in other 
words. . To the degree that one is able to link the strange with the familiar, 
to express similarities and distinctions, to cluster experiences, impressions, 
and images - to that degree he is more likely to be understood - to share 
himself with another. 
One of the major components of education, then, which is the exposure 
to, the experiencing and contemplation of ideas and events including the 
accounts of them manifested in the arts, institutions, and documents of a 
culture can be justified as the raw materials from which the tools for dealing 
with strange or new phenomena can be fashioned - in this case, the arrange¬ 
ment of symbols from the familiar to be used as similes and metaphors to 
describe a response to or relationship with the unfamiliar. 
It seems obvious to me that the more "in other words" one can bring 
to a particular problem or experience, the greater the likelihood of approxi¬ 
mating the intended experience, of understanding what was meant. Therefore, 
a continuing need exists to provide experience clusters which contain a wide 
variety of familiar experiences arranged in a unique way. The field of 
synectics is a step in this direction. 
The fiction that I want to articulate here then is that an individual's 
sense of communion with his environment - in this example his experiential 
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reality - can be strengthened and nourished through the process of exploring the 
potential of one experience to serve to clarify or communicate another 
experience. Further, that the clarification and communication of experiences 
is, in Neitzsche's words, life furthering, life preserving, and species pre¬ 
serving. 
Another goal which correlates with some of the assumptions listed in 
the introduction and which is vital to the success both of the community and to 
the growth of the individual is the capacity to choose. As I mentioned above, 
community depends on common purpose and a common set of goals which the 
members strive for together. For those goals and purposes to remain vital 
and dynamic, they must continually be reaffirmed - be chosen anew by the 
community. The means to achieve the goals too must be chosen by each 
member as best suits both the needs of the community and his own needs and 
desires. (In the ideal community, the needs are one.) Each member, like 
Stephen, should be able to say that he will not serve if the service violates his 
beliefs. I believe there are skills associated with decision making that can be 
learned and practiced. The theory of values clarification begun by Raths, Harmin 
and Simon (1968), and further developed by McCarty and Nisenholz at the 
University of Massachusetts, has as its major focus, the development of 
skillful, satisfying choice. If we are to maintain the belief that man is a free 
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agent - that he has some say in his destiny - then it is obvious that we have 
choice. The values theory says that for real choice to exist, there must be 
real alternatives from which to choose. When a parent says to a child, Meat 
your supper or go to bed,” that isn't a real choice, because the alternatives 
are not of a kind. A real choice might be, "Do you want your dessert before 
or after your TV program, ” or "Do you want to go to the zoo or to the play¬ 
ground?" Sometimes alternatives are difficult to find and a kind of paralysis 
sets in sometimes accompanied by an existential despair. 
The artist and the philosopher have found a way to avoid the dilemma - 
but for the lay person their solution is too difficult to manage. What has 
happened is that logic, a useful fiction like irrational numbers and the perfect 
forms described by Plato in the Republic, has degenerated into a myth, and 
the average person is incapable of conceiving of logic as merely a tool which is 
frequently useful for maximizing our capacity to predict an enormous variety of 
events and phenomena, but which is also sorely inadequate for predicting or 
assessing human behavior. The cultural innovators among whom are the 
artists, the scientists, some historiographers, and philosophers have in a stroke 
freed themselves to generate a host of alternatives which until that time were 
unavailable to them. What they did was to recognize logic for what it is, an 
artificial language, and accept contradiction - A and not A - in the same system. 
Another way of saying this is that they could know one thing, but act as if it 
weren't so. Sometimes this is a clear and conscious choice. For example, in 
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Thomas Wolf's You Can't Go Home Again, the hero (a thinly disguised Wolfe) 
is writing a farewell letter to his dearest friend and substitute father as well 
as his editor. He feels compelled to explain why, after such a wonderful 
association, he wants to sever the relationship. He tells his friend that it's 
not because of what he does - for he believes that the editor is one of the most 
sympathetic and generous people he knows. Wolfe tells him it's because of 
his acceptance of the misery of the world. He says to him, "Perhaps in the 
end, you and the old preacher [Ecclesiastes] are right, that man is born to 
live, to suffer, and to die, and his lot is a tragic one. But my dear Fox, we 
must fight it all along the way " 
In Catch 22 the decision is less obvious. Yossarian, the hero of the 
novel, has recently returned from Rome where he has witnessed some of the 
most appalling examples of man's inhumanity to man, and believed he was 
powerless to change the world. He sinks in despair and cynicism and begins 
to believe that the manipulators of the world - those inhuman, soulless, 
materialistic animals whom he has hated so long- are right. He begins to see 
himself as a sucker who has been had by some foolish set of ideals and beliefs. 
But something happens. Orr, Yossarian's tent-mate (who Yossarian thinks is 
a nice guy, but terribly naive and a terrible pilot) is reported to have turned 
up in Sweden after his plane had been lost in the Mediterranean. The chaplain 
sees the event as a miracle, "I believe in God again. I really do. Washed 
42 
ashore in Sweden after so many weeks at sea! It’s a miracle. " Yossarian 
needs to believe something else, ’Washed ashore hell! He didn't wash ashore 
in Sweden. He rowed there!" (p. 458). Yossarian uses the report to reinvent 
the past - to assert that Orr wasn’t a bad pilot who crashed all the time, he was 
practicing crash landings for this escape. Practicing crash landings doesn't 
make a lot of sense, but neither do most of the events in Yossarian's life - 
particularly the war. But these inventions of the past free Yossarian from the 
despair of the reality as he had perceived it, and allowed him a new alternative. 
He decides to desert the army, and rescue the twelve year old kid sister of a 
friend’s whore in Rome and take her to Sweden where Yossarian thinks she 
may have a chance to make a life for herself. His friend, Major Danby, tries 
to disuade Yossarian from leaving, 
... No one will ever be on your side, and you'll 
always live in danger of betrayal. 
I live that way now. 
But you can't just turn your back on all your 
responsibilities and run away from them, It s 
such a negative move. It's escapist. 
I'm not running away from my responsibilities. 
I'm running to them, (p. 461). 
You'll never make it. It's impossible. It s 
almost a geographical impossibility to get there 
from here. 
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Hell, Danby, I know that. But at least I’ll be 
trying. There's a young kid in Rome whose life 
I'd like to save if I can find her. I'll take her 
to Sweden with me if I can find her, so it isn't 
• i v%ii odLlish, it, it? (p. 402)- — 
What we see in this novel is the hero's shift from a position of complete 
selfishness, "I'm going to live forever or die trying" to one where he is willing 
to risk everything for something important to him. From a position where he 
can live safely without value, to one where he will risk life itself to assert 
value. Yossarian's opinion as to the facts of Orr's crashing and his consequent 
trip to Sweden need not be true, according to Nietzsche, but it is certainly life 
furthering, life preserving, and species preserving in the greater sense. 
Logic has betrayed Yossarian and his friends throughout the novel, and 
for some of them, their faith in it contributed to their deaths. Nately, one of the 
most idealistic characters in Catch 22, fervently tries to defend Truth and the 
Right against the old Italian who remaster. Nately is badly confused by the 
apparent contradictions in the old man's logic. How can one win by losing? 
for example. At one point the old man says, 
Imagine a man his age risking what little life he 
has left for something so absurd as a country. 
Nately was instantly up in arms again. There 
is nothing so absurd abour risking your life for 
your country ! he declared. 
Isn't there? asked the old man. What is a country. 
A country is a piece of land surrounded on all sides 
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by boundaries, usually unnatural. Englishmen are 
dying for England, Americans are dying for America, 
Germans are dying for Germany, Russians are dying’ 
for Russia. There are now fifty or sixty countries 
fighting in this war. Surely so many countries can't 
all be worth dying for. 
Anything worth living for, said Nately, is worth dying 
for. 
And anything worth dying for, answered the sacrilegious 
old man, is certainly worth living for. . . (p. 253). 
Why don't you use some sense and try to be more like 
me. You might live to be a hundred and seven, too. 
Because it's better to die on one's feet than live on 
one's knees, Nately retorted with triumphant and i 
lofty conviction. I guess you've heard that saying 
before. 
Yes, I certainly have, mused the treacherous old 
man, smiling again. But I'm afraid you have it 
backward. It is better to live on one's feet than to 
die on one's knees. That is the way the saying 
goes, (p. 254). 
Difficult questions of right and wrong become impossible questions when one 
must choose one or the other polar position, and when each of the positions is 
seen as absolute. 
On bumper stickers one can see statements like, "It's our country! 
Love it or leave it, " or "America. My country - Right or Wrong. " Most of 
us grew up hearing, 'If you can't beat 'em, join 'em, " or "Are you with us or 
agin us?" In some second grade classes students are introduced to antonyms. 
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They learn that the "opposite" of black is white; of good, evil or bad; or of 
right, wrong; of Heaven, Hell. It is not surprising, then, to find a population 
unfamiliar with shadings - one that might say "black or not black" and which 
would be willing to explore the dimensions of "not black. " 
Harry Haller, the principal character in Hesse’s novel, Steppenwolf, 
has divided his world into extremes. He wants to live the life of the mind, of 
the good and the right, and to deny the flesh and, to use Plato’s phrase, "the 
base appetites. " He is exasperated by the tortuous pulling back and forth, from 
one extreme to the other to the point that he decides to commit suicide. In 
this state of fear and despair he comes upon a pamphlet called, not surprisingly, 
"Treatise on the Steppenwolf. " In it he finds an articulation of the duality of his 
life, "painted, ’’ he says, "with the air of a lofty impartiality by one who stood 
outside and who knew more and yet less of me than I did myself, " (p. 67). The 
treatise contains a brief comparison between Eastern and Western ideas con¬ 
cerning completeness and fulfillment as they relate to life and death. It suggests 
also, that the artist, the philosopher, or more generally the genius, has the 
capacity to experience extremes in feelings and insights because of a greater 
sensitivity to his worlds or environments. The treatise explores the links be¬ 
tween the goals of the great middle class and the genius. All of these concerns, 
however, are looked at in relationship to the particular dualistic point of view 
which Harry Haller embraces. 
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The treatise discusses the advantages of such a model for the description 
of one’s emotional or philosophical position, but more importantly, it discusses 
the shortcomings of this particular model. I've decided to include a lengthy 
excerpt from the treatise in part because the ideas it contains resembles the 
ideas in Kermode’s work pertaining to the usefulness of fictions or artificial 
constructs to allow individuals and peoples to function and the responsibility or 
necessity for the denial of those fiction when they have served their purpose. 
Hesse does not make the distinction between fiction and myth found in Kermode, 
but I feel that I can impose that distinction in spirit without distorting Hesse's 
intention. 
For the close of our study there is left one last 
fiction, a fundamental delusion to make clear. All 
interpretation, all psychology, all attempts to make 
things comprehensible, require the medium of theories, 
mythologies and lies; and a self respecting author 
should not omit, at the close of an exposition, to 
dissipate these lies so far as may be in his power. If 
I say "above" or "below;" that is already a statement 
that requires explanation, since above and below exist 
only in thought, only as abstractions. The world 
itself knows nothing of above or below. 
So too, to come to the point, is the Steppenwolf a fiction. 
When Harry feels himself to be a were-wolf, and chooses 
to consist of two hostile and opposed beings, he is merely 
availing himself of a mythological simplification. He is 
no were-wolf at all, and if we appeared to accept with¬ 
out scrutiny this lie which he invented for himself and 
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believes in, and tried to regard him literally as a 
two-fold being and a Steppenwolf, and so designated 
him, it was merely in the hope of being more easily 
understood with the assistance of a delusion, which 
he must now endeavor to put in its true light. 
The division into wolf and man, flesh and spirit, by 
means of which Harry tries to make his destiny more 
comprehensible to himself is a very great simplifica¬ 
tion. It is a forcing of the truth to suit a plausible, 
but erroneous, explanation of that contradiction which 
this man discovers in himself and which appears to 
himself to be the source of his by no means negligible 
sufferings. Harry finds in himself a human being, 
that is to say, a world of thoughts and feelings, of 
culture and tamed or sublimated nature, and besides 
this he finds within himself also a wolf, that is to say, 
a dark world of instinct, of savagery and cruelty, of 
unsublimated or raw nature. In spite of this apparently 
clear division of his being between two spheres, 
hostile to one another, he has known happy moments now 
and then when the man and the wolf for a short while 
were reconciled with one another. Suppose that Harry 
tried to ascertain in any single moment of his life, any 
single act, what part the man had in it and what part the 
wolf, he would find himself at once in a dilemma, and 
his whole beautiful wolf-theory would go to pieces. For 
there is not a single human being, not even the primitive 
Negro, not even the idiot, who is so conveniently simple 
that his being can be explained as the sum of two or three 
principal elements; and to explain so complex a man as 
Harry by the artless division into wolf and man is a 
hopelessly childish attempt. Harry consists of a hundred 
or a thousand selves, not of two. His life oscillates, 
as everyone’s does, not merely between two poles, such 
as the body and the spirit, the saint and the sinner, but 
between thousands and thousands, (pp. 56-58). 
48 
In the novel, Harry can agree that this treatise is a correct assessment 
of his position or situation, but the knowledge of it is not enough. The point 
of the novel is that Harry must also experience the fictiveness of the model - 
invest in his world, interact with the enormous variety and quantity of data he 
has known and is knowing, has felt and is feeling. The valuing process is 
described as one in which the individual confronts again and again his life as 
he invents and re-invents it. He must continually examine, evaluate, and 
select those experiences of his life which at the time are significant and arrange 
them in some scheme that is both meaningful and predictive - that is, provides 
the amount of order necessary for the particular individual to continue to 
function in a way which he feels is nourishing or productive. 
What Hesse seems to be moving to is the joy or even ecstasy that comes 
from joining the All. He uses a phrase "the laughter of the immortals" which 
at times throughout the novel can easily be interpreted as a laughter at mortals - 
similar to Puck's statement in Shakespeare’s A Midsummer Night's Dream, 
"What fools these mortals be. " But I feel that by the end of the novel another 
interpretation becomes far more likely. I believe that the laughter is no 
longer that of scorn, but one of joy* To me it is the joy of freedom from 
anxiety - the joy that comes from acceptance, in this case in the All. I see 
it as the laughter of children when they reach base safely, when taking those first 
halting steps they reach the outstretched arms of their parents. It's the 
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laughter that accompanies the recognition that apparent contradiction doesn’t 
have to be threatening - that it all belongs. 
For Harry to realize that his goal includes the embracing of the 
intellectual, rational, and ordered aspects of his life (symbolized by Mozart) 
and the feeling, intuitive, irrational aspects of his life (symbolized by Pablo) he 
must first confront himself in all his manifestations and accept all. The novel 
closes with Harry's awareness of what lies ahead for him: 
I understood it all. I understood Pablo. I understood 
Mozart, and somewhere behind me I heard his ghastly 
laughter. I knew that all the hundred thousand pieces 
of life's game were in my pocket. A glimpse of its 
meaning had stirred my reason and I was determined 
to begin the game afresh. I would sample its tortures 
once more and shudder again at its endlessness. 
I would traverse not once more, but often, the hell 
of my inner being. 
One day I would be better at the game. One day I 
would learn how to laugh. Pablo was waiting for 
me, and Mozart, too, (pp. 217-218). 
Harry sees the process as a painful one, and in this he is not alone. 
Many of the leading modern authors echo the pain, but also echo the hope. It 
has been argued, and in this I agree, that the very act of writing or producing 
any work is an act of affirmation - of hope. 
For me the application to education is clear and direct. For me, the 
focus on the affective is an attempt to bring into balance the apparently infinite 
dimensions of one's being. To free the individual to experience much more of 
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his environment, his world - and, therefore, himself, which may be the same 
thing. In the Steppenwolf, Harry had to first change his perceptual frame be¬ 
fore he could begin to see alternatives for his behavior, whether they be feelings 
or ideas or anything else. Harry's frame changes because of the combination 
of people, events, drugs, and his immense desire for alternatives. 
I have used various devices to help learners expand or change their 
perceptual frames. One of the most successful was Ames' rotating trapezoid. 
Many of Ames' devices are designed to prove the assumption that our senses 
respond to those things with which they are familiar and reject those things 
which are unfamiliar. The rotating trapezoid is a piece of metal cut out and 
painted to resemble a window sash in perspective. Because we are only 
familiar with the trapezoid as a rectangle seen in perspective, our eyes are 
unable to see the trapezoid rotate on a shaft, but they (our eyes) insist that the 
window frame waves or oscillates back and forth. Even when we can change 
our perspective, i.e., view the device from above, and see the rotation, when 
we see it again from the front, it is most likely that the frame again appears to 
oscillate. The goals of that demonstration are several: first, I'd like to have 
learners break out of the one frame and into another and be conscious that they 
have only made a shift. Second, I would like them to be aware that the shift 
may be a useful one, and at least there is now a choice. Third, I would like 
them to explore the implications of a conditioned set of senses, that we see what 
we want to see. 
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Other important questions seem to follow quite naturally. For example, 
how do sense perceptions influence personal or human interaction? What kinds 
of signals from others do you respond to? Are those signals intentional or not? 
How do you know? What kinds of signals do you send? Are they intentional? 
Are they the ones you want to send? Can you be more intentional? It is in this 
area that an affective emphasis seems appropriate.. 
This chapter has been mostly concerned with the major goals of education 
as I see them. First among the goals are those surrounding the notion of 
community. That formal education devote itself to the clarification of purposes 
and aims of the people it intends to serve, and provide the materials and means 
which will help those people best achieve their purposes and aims. Accepting 
the fact that the assumptions of this paper are fictions - that man wants to live 
in a community; that he wants to share himself with others and become part of 
the All; that, as mentioned in the introduction, he wants to be free to determine 
his destiny; that he wants to be able to find or create alternatives, and to choose 
among them. That they are fictions alters neither their usefulness nor their 
rightness. 
Among the other goals mentioned is that each learner become aware of 
his part in the creation of his world - that he accept the subjectivity of his 
reality; that he see the relationship between his perceptual frame, his reality, 
and the alternatives available to him; and that he experience the conscious 
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change of a perceptual frame. 
To accomplish these goals I believe that one must experience himself - 
which in this definition includes his environment - with clarity, empathy, and 
understanding. The emphasis on feelings, as I see it, is to bring into balance 
and harmony the process of helping the whole person grow. The teacher¬ 
training program which follows is my vehicle pursuing this fiction. 
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CHAPTER IV 
THE PROGRAM 
Before any program can be fairly presented or justified, it seems 
necessary to me that the goals of the program be explained not only in terms 
of changing behaviors or acquired skills, but also in terms of attitudes, feelings, 
and expectations. The concern for behaviors, skills, attitudes, feelings, and 
expectations must go beyond those of the participants in the program, to 
include the people whose lives will hopefully be somehow affected by the program. 
This would, of course, include the children, teachers, administrators, parents, 
and, I expect, businessmen, politicians, clergymen - in fact, the full spectrum 
of the population which functions in proximity to the school, or is in some way 
(whether merely as a taxpayer or a thoughtful citizen concerned with the 
education of the young) involved with the process of formal education. 
Today it is not unusual to hear questions concerning national priorities 
particularly when an event which effects many persons directly reaches the 
media. Whether an oil slick threatens a recreational beach thereby threatening 
the incomes of the local businesses or merely contributes to the extinction of some 
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species of sea bird; or a documentary like "Hunger in America" is produced by 
CBS and some are offended by the conditions that some of our fellow citizens 
live under, while others, including the vice-president of the nation as well as 
some congressmen are concerned with the license of the media; or the more 
recent issues of the publication by the New York Times of the now famous 
"Pentagon Papers" which among other things revealed the fantastic cost in 
human lives and national resources of the vested interests of various govern¬ 
mental agencies; whether our country should finance the SST or allow a pipeline 
to be built across Alaska - each project frought with risks to the environmental 
health of this planet, are among the almost countless issues found in the news 
today which remind us that as a people, a nation, or a race, our priorities are 
badly muddled, our goals confused and unclear, and our approaches to the 
problems that face us, narrow, hasty, and frequently extreme. But despite the 
outrage and protests of the various offended groups, whether they be conservatives 
or liberals, straight or hippie, educator or businessman, this world, in the 
name of progress, is racing toward the extinction of the resources of the planet 
including the life which exists here now. 
Gloomy assessments of our culture are not new. Western literature and 
philosophy are dotted with prophesies of doom and disaster, but they seem to be 
matched with some optimistic or utopian statement. Even today, when so many 
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of the young are turned-off or tuned-out, there has emerged from the drug 
culture and rock culture a movement back to the soil and back to the hand 
crafts. As many young people begin farm communes of move to countries 
which seem less dedicated to technological progress at the expense of human 
growth (twelve thousand American youngsters live and work on Israeli kibutzim) 
more and more young people are looking to the church for similar solace. It 
seems to me that what is sought, is a re-affirmation of basic human values. It 
seems that a belief in the basic goodness of man is re-emerging from those 
groups which seems closest to destruction at the hands of their fellow man. In 
education, too, there has emerged a group who affectionately refers to itself as 
the lunatic fringe, who during a period of rising crime and violence in schools, 
during a time of enormous hostility on the part of a large segment of the school 
population toward teachers, administrators, and other school authority figures, 
believe in children. We believe, for I place myself in that fringe, that children 
are good, that they want to love and be loved, that they want to share themselves 
with others, that they want desperately to be accepted by parents, peers, and 
themselves. They want to feel safe and secure among their friends and families, 
but, alas, it isn't "cool" to care. Sometimes, however, even the coolest of kids 
lets down his guard and enjoys closeness with his friends and classmates when 
they are captivated by a game or simulation. It seems that at those times, even 
they believe. 
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If man is essentially good, why does he behave so badly? Several writers 
indicate that they share with Fromm the belief that the problem is basically one 
of insufficient love. Humans seem to thrive on love, and fare poorly without it. 
Therefore, if the assumption that man wants to love and be loved is correct, and 
if the condition of loving is a healthy and nourishing one, then one of the primary 
goals of education must be the freeing of the people to love and accept love. 
This condition cannot exist without another related condition. That is, one 
must be willing to trust - to trust himself and another. In a class last year, a 
student was complaining to my friend Russell Kraus that she didn't know a 
particular group of people well enough to trust them. His response was for me 
a minor revelation. He said, "You've got it backwards. You've got to trust 
first - then you'll get to know them. It doesn't work the other way. " To me it 
echoed Kirkegaard's leap of faith. It said to me - take the big first step, and 
the rest is easy. Believe that others are worthy of trust, and you free yourself 
of those constant doubts, the fear of betrayal, and even of loneliness. 
My belief in love, trust, and respect for my fellows is in large measure 
responsible for the following assumptions about the education process, 
particularly about learning and teaching. 
I believe that everyone is a learner, and what distinguishes a student fiom 
a teacher is that a student is concerned with his own learning, while the teacher 
57 
is concerned with another's learning. Hopefully, in a classroom, these roles 
can be adopted by both the children and the adult(s). 
I belie^^hmtiSM«*eaft3wn 3& -experience - that when either party 
stops listening to the other, learning stops. 
I believe that no one knows everything and that everyone knows some¬ 
thing and that part of that something is unique. I think the process of education 
must include the investigation into a variety of ways that people can share what 
they know with others - that we seek out ways together of sharing ourselves. 
I believe that people have different learning styles, i.e., some learn by 
reading, some by listening, some by doing, and some by teaching; that people 
have different learning rates for different types of learnings; that they the 
learners determine not only the best style for them and the rate at which they 
will learn a particular task, but also how much of it they will learn and to what 
depth they want to take their investigation. 
I believe that each person has unique desires and needs which he brings 
with him to school. Those needs cover the spectrum of human concerns, social, 
physical, psychological, philosophical, sexual, spiritual, as well as his needs 
for math, science, social studies, and language arts. While I do not expect an 
educational system to gratify all the student's needs and desires, I do expect it 
to recognize them and to respond to them with sympathy and compassion. 
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I believe that to the degree that people are aware of their own feelings 
and behaviors, they are able to listen to and deal with the feelings and behaviors 
of others, and to tolerate views and actions divergent from their own. I 
believe, therefore, that special efforts must be made to help teachers know 
themselves better, and be more responsive to human variation. 
The undergraduate teacher-training program that follows below is 
designed with the above assumptions about learning and teaching constantly in 
mind, and I hope, fully integrated with my beliefs about human goals. For me 
it follows necessarily that human goals are also educational goals, and consequently, 
some of the distinctions between formal education and community education will 
become rather blurred. I say this not as an apology, (for 1 intend such a 
blurring) but rather so that the reader can anticipate and not be unduly troubled 
by the ambiguity and confusion which result from the re-integration of the 
education process into the community. 
The conceptual model below is an outgrowth of an experimental teacher¬ 
training program developed and tried at the University of Massachusetts. 
Called the Model Elementary Training Sequence (METS) the program ran as a 
pilot program in the spring of 1970, and as a full experimental alternative to 
the mainstream program of theTeacher Education Center for the academic 
year 1970-1971. I was on the staff which planned and executed the pilot program, 
and I directed the full year program. 
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The METS program ran twice - first as a one semester pilot program 
in which we met with the students four days a week for the first eight weeks 
and for at least three hours each of those days. In that time we attempted to 
clarify values, introduce our undergraduate students to experiences which we 
thought would help them become more open, more trusting, and more 
appreciative of the value in themselves and in others. We hoped they would 
become less authoritarian and more democratic, less rigid and more flexible, 
less content oriented and more student oriented, less cognitive and more 
affective. 
We tried many of the modules described in this chapter, some with 
great success, some with moderate success, and others with none at all. Some 
of the modules which failed in the first running of the program are still included 
in this program. The reason they remain is that we believe their failure was 
due to one or a combination of three conditions: the first was that we gave the 
students more choice than they could manage and it seemed to paralyze many 
of them, while others, somewhat threatened by the close physical contact 
inherrent in some of the affective exercises chose to stay away altogether. We 
learned to introduce choice more gradually. The second condition was impatience 
on the part of the staff. We were so eager for success that in some instances 
we misread enthusiasm as understanding and had not established the internali¬ 
zation of one experience before moving on to another. The third condition is 
related to the second but in my opinion is the key factor in the limiting of 
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success in the entire program - that is insufficient time. We believe very 
strongly, and our second time through with the program supports our belief, 
that the duration of the new attitudes and behaviors in the internship which 
followed is directly proportional to the time spent in the supportive environment 
of the program. 
The second time we ran the program we doubled the duration of the 
affective element to sixteen weeks and found a higher percentage of interns 
maintaining their new attitudes and behaviors throughout the experience. 
Arthur Combs who is now running a teacher-training program in Florida 
corroborates our position. He too found a positive correlation between the 
amount of time spent nurturing a new position in an unthreatened environment 
and the capacity to sustain the position outside of that environment. 
In the second running of the program the staff was cognizant of these 
conditions and when attention was focused on full acquisition of skills and 
internalization of the experiences, we realized, with the help of self-reporting 
of the students, that intensity was not a substitute for continuing exposure. 
I think it is worthwhile to mention here that during both runnings of the 
program we attempted first to identify cooperating teachers in the field who 
were receptive to the ideas we were presenting including the goals we described, 
and second, who seemed willing or eager to grow themselves. We then 
arranged regular meetings in which we tried to share with them the experiences 
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our students had in the program. Some of the teachers thought our involvement 
together to be particularly worth while, but almost all objected to the condition 
that we had to meet after school which was, admittedly, unfortunate. Another 
shortcoming of our in-service program was similar to the major flaw in the 
undergraduate program. We tried to do too much in too short a time. The 
teachers were tired, sometimes frightened, and unwilling to risk lowering their 
usual defenses in the school environment. 
In the following description of the elements and the offerings there will 
be shifts in the tenses from past to future and back again. The present tense 
is used when I describe a structure or experience which was tried in the programs 
at the University of Massachusetts. The future tense is used when I describe 
a new or altered structure of experience. 
Elements of the Program 
Core Group 
The core group is the basic structure of the program. It is made up of 
six or eight undergraduates and is assisted by one of the staff. It is within this 
group that some of the most important activities aimed at personal growth take 
place. Recognizing that students at a university frequently feel alienated and 
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lonely, the group, through a number of affective and cognitive experiences, 
becomes an accepting and supporting environment for its members. Certain 
experiences and exercises are designed to develop trust in themselves as well 
as the group - trust so that they can share their anxieties, get help in generating 
alternative behaviors to those the member feels have not served him well, and 
trust that the others will support him as he tries the new behavior. 
The group will also be task oriented. The members will be able to explore 
together the problems and concerns common to undergraduates in general, and 
to teachers-in-training in particular. The group will be taught skills in listening, 
(see Attending Behavior) constructive criticism, (see Creative Communications) 
and diagnosing problems (see Diagnostic Teaching) in an attempt to develop 
sophisticated critical and supervisory skills to be used both in peer criticism 
and support and as counseling techniques to work with their own students. 
By far the most important function of the core group is the intensive 
exploration of and engagement with the problem of the development of a real 
community. Following a variety of inputs such as large group lectures, affective 
experiences, rap sessions or one of many field experiences, the group will be 
encouraged to personalize their response to the experience, and attempt to 
share it with the group with the emphasis on elaborating in a subjective way the 
relationship of their experiences with the definition and common elements of 
Community. Clearly, questions of purpose, intention, likely application, and 
consequences for the larger cultural Community through the process of formal 
education will produce rich and rewarding discussions, and hopefully, an 
expanding consciousness of the dimensions of their individual and collective 
interaction with their world. 
Square Groups 
The square group is another small group made up of one or two members 
from each of several core groups. The square group is intended to provide a 
small and intimate structure for the cross-pollination of ideas and attitudes 
concerning the important issues of the training program. In this group will be 
brought together the various articulations of frequently very similar problems 
as well as the variety of solutions evolved in the various core groups. The 
square group is not only for problem solving * New ideas for use in 
classrooms, or the program, or in managing their own lives can be shared. 
This structure helps avoid provincial behavior in the separate core groups, and, 
perhaps more importantly, provides an opportunity one step removed from 
the safety of the core group, to practice a new behavior or a new technique. 
The square group is a place where we encourage demonstrations of newly 
acquired skills and behaviors such as mini-lessons and role playing activities. 
The composition of a square group is likely to vary from one meeting to 
the next because square groups are sometimes organized around a particular 
problem or concern. For example a square group may be assembled to explore 
64 
the problems associated with tutoring in an urban elementary school. Another 
may be organized to try a new math game for fourth and fifth grades. The 
students would be encouraged to form into new square groups whenever 
possible to further the goal of community development. 
Community Meeting 
This structure provides an opportunity for all the members of the 
program to share in the shaping and management of the program. Scheduled 
regularly, the community meeting allows the staff to inform the students of 
adjustments in the program such as special speakers or unusual situations such 
as parent-teacher meetings to which some of the students have been invited. 
It allows the students to make suggestions about modifications to the program, and 
provides a forum for the discussion of the ideas and alternative plans. 
Once the students have completed their first year they will be assuming 
the responsibility of presenting material to incoming students and guiding 
their progress, and will be able to make greater use of the community 
meeting. I believe that as the responsibility for the education and training 
shifts to a greater degree to the learners themselves, the processes of 
discussion and particularly decision making as well as those of administration 
can best be understood and learned and practiced in such a structure. It is my 
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hope that in a program such as this, participatory democracy can become a 
reality. 
Feelings Assembly v .‘ 
Like the community meeting, the feelings assembly offers a forum to 
all members of the program to share any feeling which the member considers 
is important. In this case, however, the meetings are not regularly scheduled. 
In this structure, any member - student or staff - can call an assembly at any 
time. Only the staff are required to attend, but all the members are encouraged 
to come. The assembly is called to air feelings - to gripe, to share some hurt 
or some pleasure, to vent some anxiety. The member who calls the assembly 
sets the rules for the meeting. He may ask that people only listen, that he 
wants to wait for feedback; he may ask for positive feedback only; he may ask 
for non-verbal responses to the expression of his feelings. This structure 
may serve to aleviate the frustration of feeling alone in a core group or to 
assail the core group for not paying attention to him. It is intended to give 
practice in revealing one’s feelings openly and without shame. The expression 
of feelings is so important that in this model, the feeling assembly takes 
precedence over all other activities. Naturally, the students are encouraged to 
call meetings when it is convenient to those concerned - but feelings can t 
always wait. 
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Advising 
To help the students in the program deal with the many problems and 
pressures to which most undergraduates are subject, the program offers 
skilled staff who are willing to make a strong commitment to the students in 
the program, and accept the responsibility to make themselves available to 
the students who are their particular charge. The way this has worked in the 
past is that each staff member was responsible for ten to fifteen students 
to whom he had made an explicit commitment. The students selected the staff 
member with whom they thought they could work best, and in most cases, 
arbitrary assignment to a staff person was not necessary. A student never was 
assigned to one with whom he felt he could not work. All staff were willing in 
most cases, to help whoever asked, whether or not the student was an advisee 
of the staff person. 
The advisor is, whenever possible, the staff member who serves as 
what is usually referred to as field supervisor, but in this program provides 
support in the field. His job is not to observe and criticize, but to help the 
student in any way the student believes to be useful. The advisor will frequently 
help facilitate dialogue between the student and the cooperating teacher. The 
advisor will visit classes at the request of the student - not only to help with 
problems, but to share in the successes as well. One of the objectives of the 
advising staff is to help the students integrate the field experiences into the 
life outside of school. 
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Double Placements 
During the first several placements in the field for the students, they 
will go out in pairs - teams of two who have shared much as members of the 
same core group. Entire core groups will be placed in a given school building 
wherever possible. This practice has provided enormous peer support for the 
students as well as skillful peer criticism. In a process of separation from 
the intimacy of the core group, the teams allow for the practices of the new 
behaviors in a new environment (the classroom) but with the continuing support 
of trusted friends. Eight students who have been close to each other - shared 
in each other's anxieties and fears are far better able to resist the pressure 
brought to bear by the existing teaching staff in a school to become like those 
teachers. In the final internship, each student has to manage on his own. When 
we are successful, the students will do quite well without us. 
But there are several practical reasons for placing two students in a 
classroom together. It gives them and their cooperating teacher a great deal 
of needed flexibility both in the classroom management and in the training of the 
students. With at least three adults available in a classroom (sometimes 
there is an aide) when one student presents a lesson or an experience for the 
children, he and the cooperating teacher can immediately conference for 
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criticism, one can critique the other while the teacher uses the time for 
planning. 
Three adults in the classroom increases the possibility for close, 
individualized attention to children. Trainees may work with one child or 
small group while the other trainee and the teacher work with the rest of the 
class or with other groups. Here, too, the roles are interchangeable. A 
trainee may be giving the major presentation, and the usual teacher may want 
to work with an individual or small group. 
Another advantage to the double placement is that the teams can get 
practice in team-teaching and differentiated staffing. This process is usually 
as beneficial to the cooperating teacher as it is to the trainees. A spin-off 
reward for the trainees trying differentiated staffing is that the trainee assigns 
tasks to his team and that involves giving instructions to his cooperating teacher. 
This frequently helps the trainee see himself and be seen as a professional 
adult, while at the same time it reminds the cooperating teacher how it feels 
to be given assignments and have to follow directions. 
Finally, the core group in a school can show by example that there is 
real value in community. They can demonstrate the strength and joy available 
once the priorities have altered. I’ve witnessed the impressive non-competitive, 
supportive, indeed loving interaction in the teacher’s coffee room break through 
the usual cynicism of the old guard and produce positive admiration. 
69 
Modular Offerings 
Because we recognize that people learn differently, want to learn things 
at different times, and to different levels of intensity, the vast majority of the 
program offerings are presented on request in a variety of styles, at whatever 
level the students want, and when they want the particular offering. Once 
students have mastered the skill or information of a given module, they are 
encouraged to teach it or, more accurately, to share their learnings with 
others. 
Some activities do not lend themselves to demand presentations. For 
example, if a gaming situation calls for at least five players, then that 
activity can only be read about or talked about if only two or three students 
want it at a given time. The students are encouraged, however, to recruit 
players for games from within or without the program whenever possible. 
Obviously, guest speakers are not expected to meet all the demands of the 
students, but the students are consulted about the best times and places to 
request a speaker to speak. 
Certain other activities are experiential and cannot be appreciated 
fully except experientially. Most of the affective experiences fall into this 
category. I will elaborate this point more fully when I describe below the 
offering called Education of the Self. 
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Although the program has a rather extensive list of offerings which 
the current staff feels comfortable with, we recognize that what is offered 
depends on the existing staff and the existing student body. In keeping with the 
idea that education is a sharing experience and the idea that each person has 
something unique to share with another, the students are strongly encouraged 
to develop modular offerings of their own - a rather sophisticated "show and 
tell. ” The staff helps the student shape and plan a presentation, and at times 
participates in the presentation as well as the experience. Here we hope to 
provide practice in the experience of allowing children to both shape the 
curriculum and to become part of it. This is an example of modeling behavior, 
that is, practicing what we preach. 
Guided Encounter Groups 
Based on the Alschuler distinction that therapy is no longer a process 
which is designed to help abnormal people or people who behave abnormally 
become normal or behave normally, but is, rather, a process which tries to 
help people behave as they want to - to help them actualize themselves or fulfill 
themselves, therapy groups are offered by skilled leaders with the intention of 
having the members of the group see more clearly the behavior patterns they 
exhibit, identify with them the behaviors which seem contrary to their goals, 
and to help them find alternative behaviors which are more satisfactory for 
them. The encounter group brings greater skills and experience to bear on a 
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problem than any of the other structures in the program, and is offered to 
satisfy the desire for greater depth and intensity in the investigatory process 
toward growth and actualization and toward community. 
Methods 
In most undergraduate teacher-training programs, there are methods 
courses offered in each of the four areas of substantive material, i.e., 
language arts, math, science, and social studies. I do not deny that there are 
special skills related to each of the disciplines, particularly in the area of 
language arts, but I believe that there are methods of relating to people that 
transcend the disciplines. It is my intention to have offered on the modular 
scheme, methods in each of the disciplines. As I perceive the problem of 
methods, it is not unfair to separate the methods of working and sharing with 
children from the methods of presenting science or math. I believe that once 
the attitudes about the nature of education and the feelings about sharing with 
youngsters is clear, then the issue of the specific content becomes more of a 
recipe concern, than one of philosophic import. 
This is not to deny that there is real value in the ways to make each of 
the areas interesting and exciting both to the teacher and to the student - as 
long as the material is interesting in terms of the individual learner's personal 
growth and to the growth of the community. In a section which follows much 
later in the essay, I have more to say about the substantitive materials that 
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children are exposed to. I only want to say that children as well as adults 
learn what they want to learn. If the need for any skill orinformation is felt 
by an individual, he will attempt to satisfy the need. The schools, but more 
appropriately the community, has the responsibility to provide the experiences 
and situations which stimulate and further human curiosity. Certainly the 
observations of men like Piaget and Erikson pertaining to conceptual stages 
of development will be considered in the selection of experiences made available 
to different learners. 
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Community Seminar 
This offering will combine the historical approach to the problems that 
seem to persist in education with first-hand investigation of the current 
manifestations in a broad sampling of schools today. Students would be helped 
to explore the articulation of various problems as seen by teachers, admini¬ 
strators, parents, school board members, politicians, clergy, local govern¬ 
ment, taxpayers, and, of course, the children. The students would then try 
to derive the assumptions which lie under the various statements of the problems. 
I believe it is important to distinguish different perceptual frames and to assess 
the degree of real communication that exists among the several parties as 
well as the potential for communication. The students will try to develop 
models for maximizing communication among peoples. 
Under this title, the program will bring together the views of the 
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sociologists, psychologists, historians, criminologists, and other specialists 
who view the world from an identifiable bias. Through active interaction with 
the representatives of these many points of view it is expected that the process 
of juxtaposing assumptions, perceptual frames, and choice can get a start. 
The implications of these experiences on decision making and the development 
of a philosophical position are deeply intertwined with some existential 
processes, one of which has to do with conscious invention of systems or 
metaphysical constructs. These are some of the fictions I referred to in 
Chapter III. 
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THE OFFERINGS 
Within the elements described in the preceding section, there are a 
variety of experiences which the staff of the METS teacher-training program 
either invented or brought to the program from their own experiences in 
teacher education and which we believe are both the most appropriate to 
achieving the goals of the program and are within our capabilities to adequately 
present. It is particularly important to keep in mind that the skills and 
interests of the staff are crucial in determining the specific offerings, but 
there are a few offerings which we believe are important enough to determine 
the selection of the staff in terms of their interest in these areas and their 
capacity to master the skills. These offerings will be designated as such in 
the description below. 
One of the key offerings is Values Clarification. This offering, based 
heavily on the work of Raths, Harmin, and Simon, and further developed and 
adapted to the needs of this specific program by McCarty, Nisenholz, and 
Balsham, provides a wide range of vehicles for helping people clarify their 
personal values. These are techniques and strategies which are readily 
learned, and can be used by a teacher both to help her clarify her own values, 
and to help the children clarify their own. They can help people attain a process 
which they can use to become clearer about their goals, aspirations, beliefs, 
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and desires - and move toward action. People using these processes tend to 
be less apathetic, flighty, confused, indecisive, and passive, and tend to move 
toward self-actualization (Raths, et al., 1968). 
The second key offering is the Education of the Self. This module is 
essentially an adaptation of Gerald Weinstein's course developed in the Center 
for Humanistic Education at the University of Massachusetts. In brief, it is a 
series of experiences which are organized to focus on three very broad areas of 
personality awareness and development: Identity (Who I am), Connectedness 
(How do I relate to others), and Power (How can I change a pattern of my 
behavior which I believe is inhibiting my growth). The experiences are 
predominantly affective, and attend to the awareness of feelings and behaviors 
and the consequences of each. A major aspect of this series is the generation 
of more productive alternative behaviors from which to choose, and the 
selection and trying-on of the new behaviors in a supportive environment. An 
outline of Weinstein's model and a list of sources for the specific exercises can 
be found in Appendix A. 
Like so much of what was done in the METS program, the selection of 
experiences for the Education of the Self module depends in large measure on 
the feelings of the leader about his own comfort with the exercise, and his 
sense of the group. In my own experience leading this series, I found that I 
frequently either adapted an experience I was familiar with, or invented my own 
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when I was uneasy with what was in my repetory. In Appendix B I will describe 
one of my favorite creations. 
The third key offering is Classroom Structures that Foster Human 
Growth developed by Frederick H. McCarty [while Program Coordinator for 
NEXTEP fellowship program at Southern Illinois] who directed the pilot 
experience of METS. He described the module this way: 
Classroom structures that foster human growth. 
Proceeding from the premise, Ma classroom 
structure is any pattern of events, behavior, or 
circumstances which affect learning, " this offering 
explores the nature and types of structures present 
in classrooms. The effects of structures and 
alternative models of organizing classes will also 
be examined. Some types of structures are: 
classroom rules, seating patterns, teachers' 
roles, societal expectations, and communication 
flow. Participants will have the opportunity to share 
personal experiences and insights as well as to 
cooperatively work out individual plans for their own 
experimentation. As a result of this experience, 
participants should become more able to choose 
organizational patterns to produce specific class¬ 
room goals. 
The fourth key offering is Models for Classroom Teaching. In this 
module, several models will be explored with the students and modeled by the 
staff. These will be compared with and juxtaposed to the models the students 
observe in the field and experience in their classes. The intent of this module 
is both to expose the student to various models, and more importantly, to 
have them begin to shape the model that is best suited to each of them. The 
four following models are chosen to illustrate the range of this module. 
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Student Centered Classroom. Implementation of non-directive 
counseling procedures as applied to the organization and process of a classroom. 
The teacher trainee will develop knowledge and skills in the philosophy 
underlying the procedures and methods for the operation of an understanding 
of the potential problems encountered in the alternative resolutions of class¬ 
room problems, and the goals/process outcome for both students and teachers 
in the student centered model. 
Social and Learning Theory Classroom Models. The implementation of 
operant and classical conditioning techniques as applied to organization and 
process of a classroom. 
The teacher trainee will develop skills and knowledge in the principles 
of Skinnerian, Hulbran, Pavlovian behavioral psychology. 
The teacher trainee will develop skills and knowledge of behavioral 
psychology as applied to classroom settings. 
Humanistic Psychology Models. The teacher trainee will develop an 
understanding of humanistic (third force) psychology and its applications to 
educational systems. 
Teacher-Centered Models. The implications of psychodynamics theory 
for classroom models. The teacher trainee will develop an understanding and 
skills necessary for developing a classroom based on psychodynamic theory. 
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The fifth and final key offering is Awareness Experiences. This series 
developed by McCarty, Nisenholz and Kraus provides students with the 
opportunity to take the roles of the several groups which make up the educational 
system. Some of these experiences have the participant follow students through 
their day, do their assignments, stand in their lines, and try to share their 
feelings as they react to their school day. The same kinds of shadowing 
activities are recommended for various administrators, other teachers, 
janitors, kitchen personnel, and school board personnel. 
This particular activity links closely with the over-riding theme of 
community as it attempts to stimulate awareness of the various interests, 
ambitions, goals, and attitudes which are exerting themselves simultaneously on 
the school system. As the student becomes conscious of these influences, he 
is expected to examine the assumptions which underlie the various positions 
and begin to assess their effect on the potential growth rate of the community. 
One of the determinations we would like students to make is whether an 
experience, a behavior or an attitude is nourishing to the person - student or 
other - or if it is toxic. 
There are other activities which the staff believe are extremely useful 
for the students. Some of these are short in terms of group instruction or inter¬ 
action, but may continue for a whole term. One of these is the keeping of 
journals. In my experience, having students keep journals has been very 
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useful for my own growth and my understanding of others. For the students, 
it has been almost universally an unusually rewarding experience. The 
advantages for them are many. First they are able to accumulate a history 
of perceptions and feelings which helps them describe their own changes - 
hopefully toward actualization. Second, it allows for a private, low risk 
interchange with another. Low risk, in that they do not have to experience 
the reaction of the person who is reading the journal as an immediate event, 
but rather have the choice or control of that interaction. In other words, if 
a student risks a disclosure in his journal, he can choose whether or not he 
wants to be present when it is read. He may also request that a particular 
entry be responded to or not. 
The assignment of the journal includes just two major requests. The 
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first is that the student write in it often, and the second is that he be honest. 
On the other hand, the staff agrees to respond as he is requested by the student 
as long as the request does not violate the reader’s boundaries of behavior. 
The staff also agrees to avoid judgment of the journals, and to respect their 
confidentiality. Thus the journal can function as a vehicle for a private, 
thoughtful exchange of feelings and ideas between two or more people. 
Other skills which the students are encouraged to master are Attending 
Behavior, (Ivey, 1968), Creative Communications, (Nisenholz, 1969), and 
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Diagnostic Teaching, (Rosenburg, 1968). These three modules are introduced 
in the core group to help facilitate personal interaction among the members. 
Attending behavior develops listening skills, creative communications gives 
practice in productive interactional models, particularly conflict resolution, 
and diagnostic teaching identifies various learning styles and helps the individual 
find ways of relating to those various styles. As the students accumulate field 
experience, these skills will be applied to classroom situations. 
There are a great many other offerings which the staff includes in the 
Cafeteria of Learnings. It is here that both the staff and the students assemble 
activities and experiences which they would like to participate in or share with 
others. It is from this cafeteria that each student can choose something which 
interests him, be it a lecture, a trip, a game, movie, play, or whatever. And 
if he doesn't find something he likes, he can ask for it. Some of the descriptions 
below appear as we wrote them for our program. 
Among the offerings in the Cafeteria in the METS program is Strength 
Training. This module, based on a model developed in the Center for Humanistic 
Education, uses role playing situations to identify strengths and weaknesses in 
a teaching behavior, and reenforces the strengths through the use of group 
feedback, TV recording equipment, and self report. The focus is on classroom 
and other interpersonal situations, and attempts to help the individual move 
toward more successful and satisfying behaviors. 
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Games played in the Classroom is a module developed by Bernard 
Nisenholz, a staff member of METS. Inspired by Eric Berne's Games People 
Play, this module seeks to identify unhealthy and destructive games that occur 
in and out of classrooms, and with the aid of TV tape equipment and role playing 
techniques, help students become aware of their own gaming behavior. Feed¬ 
back will be provided by the participants and the facilitator to enable the 
individual to become more open and honest with himself and others. We expect 
that more constructive behaviors will emerge from this process. 
The Human Library is another McCarty idea which is designed to make 
better use of the resources which exist in the area of the school. The idea is 
to identify the skills and talents which might be interesting to a school 
population, and enlist them to enrich the learning experience. The idea is quite 
primitive, but has been lost in the modern times. It is a vehicle which helps 
bring the community back into the process of educating the young. 
Simulation Games. Situations occurring in normal teaching experience 
(as well as other life situations) will be simulated using "in-basket" and other 
approaches. Students will have a relatively safe opportunity to experiment with 
their own behavior choices. 
Reality Focus Games. Developed at Southern Illinois University by 
Sax, Harmin and McCarty, these are encounter-group style structured inter¬ 
actions. In a safe setting, students can experiment with new behaviors using 
their own lives as content. 
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Independent Study. Students will be offered a wide variety of projects 
(as well as encouraged to develop their own) which will be supervised by staff 
and student committees. Projects can range from extended field work to a 
guided reading program. 
Educational Research. Students will be taken through a guided reading/ 
lecture program exploring current educational research in terms of what it 
says to the teacher. Students may organize and conduct educational research 
studies of their own or replicate already published studies. 
Micro-teaching Laboratory. Students will maintain (with initial staff 
supervision) a laboratory utilizing TV tape equipment. Students plan short 
lessons, teach, review the taped lesson with a supervisor, reteach, and review 
the lesson. This method can promote rapid skill growth and development of 
feelings of competency. 
In summary, the offerings represent what the staff believes to be the 
most effective devices and strategies for engaging with the environments of 
the schools as they exist today, as well as for the community environment we 
wish to foster. The offerings change as the participants needs to engage with 
their environments change, and also as their ways of making sense of their 
worlds change. 
In the chapter which follows, the sequence will make clear the role 
83 
that the participants have in shaping the program which includes, of course, 
determining the offerings. The sequence should also make clear the flexibility 
and responsiveness of the model to the enormous variety of experiences and 
situations it opens itself to in the community. 
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CHAPTER V 
THE SEQUENCE 
The sequence which follows incorporates all of the modifications in the 
programs which we tried plus some notions which are still not fully tested, but 
which our experience tells us are worth trying. 
The program as I envision it now is four years long. Incoming fresh¬ 
men who after reading our materials and perhaps participating in a weekend 
orientation retreat feel that the program is compatible with their beliefs and 
who feel that their engagement with us has the potential for mutual benefit and 
growth may apply for admission. Admission to the university or college and 
a desire to participate in the program would be the only requirements for 
admission in the program. Numbers would be limited only by the available 
resources - staff, facilities, and materials and including the number of 
sympathetic cooperating teachers. 
For each of the terms outlined below, there are a number of elements, 
offerings, and experiences which comprise a core program for the student. 
Because most of what is included in the core program is experiential, there 
is little after-class work associated with the courses. For this reason it is 
not unreasonable to assume that students who wish to elect courses outside of 
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the program may do so providing that the elective courses do not conflict with 
the program. ^-crprwidekthc greatest opportunity for elected courses, the 
program will schedule its offerings during those hours when the colleges offer 
required courses or in the evening. 
We believe, however, that the program has the potential to provide 
a rich, broadening, and fulfilling total experience for the participants, and 
for this reason we will give up to a full semester’s credit for each semester 
of the program. How much credit the individual student receives each term 
will be negotiated between the student and the staff at the start of each term. 
This will allow for flexibility of scheduling for the student. 
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First Semester Freshman 
Community Seminar. In the first term the students will be introduced 
to the concept of Community in a seminar in Philosophy. The objectives of 
this seminar are to explore goals - cultural, individual, and educational - the 
assumptions upon which those goals rest, and the problems which seem to 
inhibit the achievement of those goals. The students will hopefully engage 
themselves in the articulation of the problems and begin to explore their 
feelings about the problems, and perhaps begin to look at their own assumptions. 
Values Clarification. To help the students sort out their goals and 
aspirations, to see the difference between what they want to do and what they 
think they should do, they will take a course in Values Clarification. It is 
hoped that the processes learned here will help them clarify their goals in the 
seminar. 
Education of the Self. The Education of the Self will also be a required 
course in the first term. We expect that this course will help the student get 
in touch with his feelings - get closer to articulating what he wants to do in 
contrast to what he should do. The focus on identity should help him find his 
place in the community both as a concept and as a real life experience within 
the program. 
Core Group. Although there will be some overlapping of experiences 
‘ in the initial segments of the Education of the Self and the Core Group, the 
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application of the information learned will be somewhat different. While 
the Education of the Self course focuses on the establishment of support groups 
for individual growth, the Core Group has as equal goals the growth of the 
individual and the growth of the community. And while the Education of the 
Self course has as a goal the change of at least one behavior pattern, during 
the semester course, the Core Group has far more ambitious plans for its 
four years. We expect that in that time real progress will be made toward 
self actualization and the establishment of a genuine community. 
Field Experience. The final segment of this semester’s core program 
is a field experience. Initially, field experiences will consist of tutoring 
elementary school children for an hour or two a week, but may also include in 
the first semester serving as an aide to a teacher and help with various 
activities from the hanging of bulletin boards, to the collection of milk money, 
to the reading aloud to children. All field experiences are intended both to 
familiarize the student with the environments of education, and to identify his 
needs as an educator. He will also use his experiences to help him shape his 
philosophy of education and articulate his goals. 
Second Semester Freshman 
Core Group. In the second semester Core Groups will continue to work 
on the establishment of a strong supportive community in which the members 
88 
trust themselves and the others. We expect that with the help of the assigned 
staff facilitator the group can address itself to problems ranging from the 
internalization of the information and experiences to which they've been 
exposed in the program, to the very personal problems of growing up in a new 
environment facing choices which are frequently uncomfortable and rather 
difficult. 
Square Group. As the individual student grapples with the problem of 
expressing himself as intended to another, he will engage in a new structure - 
the square group. In this group he will try to share some of his learning 
with a group somewhat less familiar to him than his core group. At first the 
emphasis will be on sharing new skills and perceptions. Then goals and feelings. 
Community Seminar. The community seminar will continue to focus 
on the philosophical foundations of community as a goal, but will begin to 
reach out to some of the social sciences and to explore the relationship of the 
new learnings with the emerging concept of community. Students will have 
mini-courses in various dimensions of psychology including third force, 
Freudian, behaviorism, humanistic and classical conditioning. They will be 
encouraged to explore some of these in depth and to share their learnings with 
their fellow students in the seminar and in some of the other structures. 
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Cafeteria of Offerings. The students in the second term of the program 
will have their first chance to choose from the cafeteria of offerings. The 
staff will describe what they are willing to offer and at what times during the 
day they wish to do it. In a structure such as the Community Meeting or the 
smaller groups, students will have the opportunity to share in the planning and 
the selection of the offerings. Some of the offerings may be a one hour 
experience such as a particular rap session or a lecture, or it may last for 
several weeks. Students will be asked to consciously describe their choice 
process in their journals. We expect that the record of choice making will 
help the student move to more satisfactory choices. The journal entries will 
help the advisor or staff members with whom the student chose to share his 
journal the chance to see if changes are occurring early in the program. In the 
cafeteria model, learning contracts will be introduced as an interactional 
device for exploring the process of negotiation for mutual satisfaction. 
Field Experience. The field experience in the second term will include 
visits to meetings of the school boards, parent-teachers associations, inter¬ 
views with parents in a particular neighborhood, interviews with a variety of 
administrators and with teachers. Some of these may be taped and used in 
role playing situations, others may be written up and examined for attitudes 
of both parties in the interview. All of these experiences will be shared with 
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the students and staff in the appropriate structures. 
First Term Sophomore 
Core Groups. Core groups will continue to intensify the development 
of trust and support for individuals and the community. Within the core 
group, pairs (teams) of students will be formed in anticipation of the double 
placement in the next term. The facilitator will explore with each of the teams 
the expectations each has for himself and others. Common problems will be 
examined both in square groups and in community meetings. In our experience, 
this period has a high incidence of feeling assemblies. 
Cafeteria of Offerings. The cafeteria will include several new offerings 
such as the on-going encounter group and the training of trainers. In the 
latter, students will be helped to develop a presentation of some learning or 
experience, perhaps even helped in the presentation, and critiqued by the 
staff and fellows. All students will be encouraged to begin "teaching” each 
other what they have learned. Students may also share the responsibility of 
teaching a module with a staff member to the incoming freshman class. We 
expect that by the time the student is a junior, he will have a major role in 
the running of the program including the teaching of most of the modules. 
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Community Seminar. The community seminar will engage with 
problems that are frequently the province of sociologists, criminologists, and 
perhaps anthropologists as the students continue the process of exploring the 
dimensions of community and begin the task of integration. The thrust of the 
investigation will continue to be the search for unity of self and environment. 
Field trips and experts will provide important input to this seminar. 
Aesthetics and Curriculum Development. Under the title of Aesthetics 
and Curriculum Development, a series of workshops will be arranged dealing 
with the materials of life - those things, concepts, events which a human 
being encounters and engages with during his life. What has been traditionally 
called methods and materials will become an environmental interaction within 
an aesthetic framework. An attempt will be made to explore the relationship 
between beauty and living a full life, and how the aesthetic consideration or 
styles influence the way people engage their worlds. We might try to answer 
the question, can life be beautiful ? 
Field Experience. The field experience of this term is primarily the 
exploration of a relationship with the cooperating teacher. The students will 
visit several different types of schools and neighborhoods and spend a few 
weeks in each of the several environments. The focus will be on the feelings 
associated with each of the types and levels. 
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Second Term Sophomore 
Core Groups. The exploration of team capabilities continues in this 
term. The teams begin to investigate the range of interactions which they feel 
comfortable to try with their cooperating teacher. They will visit regularly 
with the teacher with whom they will share a class in the second eight weeks 
of this term. The facilitator will work with the three adults, (two interns and 
one teacher), to help establish several interactional patterns so that the 
potential for communication among them will be enhanced. Emphasis will be 
placed on giving and receiving of criticism, and recognition of the limits of 
each person in these areas. The group will try to help teams deal with fears 
and anxieties related to the team and to the teaching situation they anticipate. 
In the second eight weeks the group will be reacting to the experiences 
which each of the teams bring back from the field. Even though in most cases 
the entire group will be in the same school, the individual as well as team 
experiences vary a great deal, and the support which has been building for moie 
than three semesters makes a very visible contribution to the success of the 
experience, and the growth of all concerned. This is true as well for the three 
or four cooperating teachers who have not only observed the modeling of 
supportive community at work, but have been invited to share with the core 
group their reactions to the whole experience, and to draw whatever strength 
they feel free to draw from the support community. The total experience, 
which I can best describe as intensely human at its best, is a happy one, and 
richly rewarding. 
Cafeteria of Offerings (8 weeks). While a wide range of activities will 
still be offered, our experience showed that as the teaching experience grew 
closer, students were more inclined to choose modules which they believed to 
be immediately applicable to their situations. In this particular period, much 
overlapping among the various structures became the rule. For example, 
while conflict resolution was a skill which the students were eager to master, 
some took the opportunity to teach a mini-lesson in conflict resolution, thereby 
getting practice in the process of teaching and doing, while staying close to 
the content. The same is true of the methods experiences. Students were 
encouraged to explore several teaching styles as they shared what they knew 
about the several content areas in which they were expected by their schools 
to be acquainted with if not knowledgeable about. 
So while we expected the students to gain some lab teaching experience 
whether it be with their own class or the freshmen - and expected them to 
involve themselves with the various materials and sequences related to the 
various disciplines, we allowed for many alternative ways of satisfying the 
requirements. At the end of the first eight weeks of this term, each of the 
students has completed one or more contracts which assure an engagement 
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with methods and materials, and some practice in the planning and presentation 
of some learning experience. 
Community Seminar. The seminar for the first eight weeks of the term 
has as Its major focus the articulation of the expectations of the various elements 
of the school environment with which the students will have to interact including 
. 
their own, and some means of dealing In a productive and nourishing way with 
those expectations. As part of this term In the seminar, field projects will be 
conducted and brought to the group for examination. Projects may include 
exploring with the business element of the town the role of the schools. 
A second area of attention in this term Is the psychology as it applies 
■ 
to children. In this experience, students will explore the assumptions made 
about children, how they behave, and how they ’’should" behave. They will look 
at what is meant by healthy behavior, and how that relates to the concept of 
community as it is being developed in this program. Students will be encouraged 
to consider the area of psychology as they record for themselves their 
teaching experiences in their journals. 
Field Experience. For the first eight weeks the students will visit 
their cooperating teachers and the classes with which they will work in the 
second half of the term. They will study the style of their teacher, the styles 
of their students, and the style of the school. They will plan ways of integrating 
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those things important to them with the needs of their teacher. The resources 
of our community will be available to share in this planning. The field support 
staff will be helping translate the theoretical ideas of team-teaching and 
differentiated staffing into clear discreet units with all the elements and goals 
spelled out for the administration as well as the teaching teams. 
In the second eight weeks, the teams move into the classroom for a 
full day each day for the remainder of the college term. Weekly meetings of 
the core groups with the advisor or field support staff member (usually the same 
person) and occasional meetings of other structures, i.e., square group, 
feelings assembly, community seminar, or community meeting, will provide 
ample opportunities for the discussion and exchange of ideas and materials, 
and for the expression of feelings spanning the human spectrum. 
First Term Junior 
Core Group. Because one half of the students in this term of the 
program will be in the field for the whole term (the other half will be out the 
next term), the core groups will meet in the evening or on weekends. During 
this year the groups will have to deal with the situation - new to them - of 
sharing themselves and their ideas when half of the group is doing things very 
different from the others. How does it feel to have the teams broken apart? 
How is the decision made which determines which of the team goes back to the 
classroom first, and what are the advantages and disadvantages to either term? 
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What was lost when the team disbanded? What was gained? 
Square Group. For the interns in the field, square groups will 
concentrate on methods, classroom management, and strength training. In this 
structure, specific weaknesses can be worked on, and specific strengths 
developed. Problems and remedies can be shared. 
For the students who are not in the field, square groups will concentrate 
on workshops in methods, aesthetics, and the arts. Combining the structures 
of lab teaching and field experiences, students will be encouraged to conduct 
workshops for their fellow classmates both in the field, so that the cooperating 
teacher and her fellow teachers might share in the experience, and in the 
program to freshmen and sophomores. 
Lab Teaching. Students will have the continuing opportunity and 
encouragement to develop and present lessons and modules both to their peers 
and to others both younger and older, those less experienced, and more 
experienced. As in the cafeteria, students are urged to develop offerings 
related to their own unique interests as well as those common to many. These 
offerings will be criticized by the community where help is readily available. 
TV equipment has been used effectively for the focusing of attention on discreet 
parts of the lesson. This process is based on established micro-teaching 
techniques. 
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Field Experience. One half of the students go into the field on the first 
day that the school expects its new teachers to arrive, and stay until the term 
break of the school where he is working. The intern will work with the same 
teacher he worked with in the previous term, and should be able by this time 
to take over the class for extended periods of time (two or more weeks at a 
time) and assume fully the role of teacher. Students will share in the planning 
of the whole term as well as smaller units, and be responsible for the full 
management of the class. He will share with the teacher as a team the 
introduction of activities and experiences which both can agree contribute to 
the growth of the child and to the development of the community. Meetings with 
the field support staff members and of the core groups will continue and hope¬ 
fully contribute to the maintenance of a strong and mutually beneficial relation¬ 
ship for the teacher, the intern, and the other concerned persons. 
For the students in their junior year who are not interning in the first 
semester, the field experience is rather different. They will work as aides in 
the schools where they worked the previous term, and conduct workshops for 
whoever is interested at those schools. Sometimes the workshop may be a 
demonstration with a class, and sometimes something only for the faculty and/ 
or the administration. This part of their program may only require a few 
hours a week, but may extend to two days a week when the situation demands 
it. 
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Community Seminar. In this term and the next, the community seminar 
will meet formally only twice for weekend retreats. The object of these 
retreats will be concentrated, intensive, and integrative experiences covering 
the range of learning and teaching styles such as lectures, movies, musicales, 
dramas, texts, discussions, workshops, role playing, psycho-dramas, and 
whatever other media the program people can arrange. The subject, of 
course, will be community, and the content should represent in a major way, 
the assemblage of experiences shared in the program. 
Second Term Junior 
This term is almost the same as the previous term except that the 
students who were interns in the first term return to the program, while the 
students who were in the program first term do their internship during this term. 
The students who have completed their internship will be of great help to their 
team-mates out in the field particularly in the areas of planning and methods. 
Each of the structures and offerings of the first term will repeat in 
the second term. 
First Term Senior 
Core Group. Now that the students have completed the required field 
work for certification, they are free to explore their feelings about the kinds 
of jobs they will be seeking. As they taste several teaching situations such 
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as urban, inner city, rural, suburban, open classroom, integrated day, 
ungraded, and a wide variety of other types and combinations, they will be 
better equipped to articulate their place on the continuum from radical 
revolutionary on one end to establishment on the other. Most likely, they will 
see themselves as "change agents," but will vary as to the means of change. 
They may begin to juxtapose the community as both an ideal and a practicing 
reality with the real world outside. They may begin to explore the possibility 
of constructive co-existance, and the systems most compatible with their goals. 
The over-riding consideration in the core groups will remain the feelings of the 
individuals and the group. 
Community Seminar. The seminar in the senior year will look at the 
larger question of responsibility beyond the community. What might a larger 
community look like? Can there be a world community? This year the students 
will examine the historical context in which they find themselves, what forces 
contributed to the shaping of the world as they perceive it, and what influence 
can they have on the way the world will go, and do they want that responsibility. 
They will explore the potential impact on education of such constructs or 
concepts as uncertainty, relativity, existentialism, perceptual psychology, and 
other influences at work on other aspects of our culture such as science, 
government, art, and philosophy. 
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Cafeteria of Offerings. Again many options will be open to the students, 
hopefully more of their own offerings. They will be urged, however, to spend 
some of their time doing methods and materials workshops for each other and 
for interested teachers in the field. 
Independent Study. The students will design a project for themselves 
as individuals or as groups in any of the areas of interest to them which has 
application to community, to education, or to personal growth (hopefully all 
three). They will make a contract with one or more of the staff including some 
statement of assessment criteria. 
Field Experience. Students may explore special problems in education 
such as working with the deaf, the blind, the retarded, the perceptually handi¬ 
capped, and others. They may also choose to use this opportunity to try still 
other grade levels and types of schools heretofore unexplored by them. 
Specialists will be available to explore the problems as they are now perceived 
in each of the areas with the students. 
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Second Term Senior 
Core Group. The core groups by this time will certainly be functioning 
quite well without a program from the staff. The facilitator will still be 
available, but rarely necessary. As a matter of fact, seniors who trained as 
facilitators will be guiding groups of their own within the framework of the 
cafeteria. If a theme is suggested for the last term, something general like 
"where we are and where we've been" will serve. Paraphrasing the teacher 
fashioned by Neitzsche (Zarathustra), the object of the teacher is to free the 
students from him. In the senior year, the responsibility for learnings has 
shifted entirely to the learner. The staff has become primarily a resource 
for the students. 
Community Seminar. The students select the content for the seminar 
and are responsible for the structuring and organization of it. Again the staff 
is available, but only as a resource. 
Independent Study. This term the project is run without a contract. 
The student is free to do with his study or non-study, whatever he will. Our 
trust in him and the program is sufficient to warrent this model. 
Field Experience. In this final term students will choose the kind of 
field experience they believe to be best for them, and if at all possible, they 
will be encouraged to make the initial contact for themselves. The program 
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staff will assist whenever called upon in whatever manner possible. 
Final Retreat. A loosely structured weekend involving the entire 
program, in which the issues of endings and beginnings will be explored to 
whatever depth each member wants to go. Here questions of continuing 
education for the professional on one hand, will be jextaposed with the feelings 
related to separation from classes each year - the making and breaking of 
relationships, and perhaps some alternative models. 
Summary 
Broadly sketched above is my concept of an affectively oriented 
teacher-training program. It is based largely on my experiences with the METS 
teacher-training program in which I served as staff for the pilot program, 
and director for the second running. It incorporates the best thinking (in my 
estimation), and I believe, the most sensitive responses to the needs first of 
human beings, and second of teachers. The description of the program is 
troublesome to me for two conflicting reasons. First, the sketch lacks the 
detail which I'm afraid may be necessary for a reader to fully appreciate the 
personal, caring, perhaps best, the human tone which pervaded the program 
as it ran, and as I'm sure it will run again. The second reason is that because 
of the detail already included the program as presented is too prescriptive. 
It does not reflect the powerful influence the participants - students and 
staff - have on the shape and substance of the program. Because it is a 
human program, with humans in it, it will in fact be their program. 
CHAPTER VI 
COMMENTS 
This final chapter will offer some of the practical reasons for the 
implementation of an affectively oriented teacher-training program such as the 
one I have outlined in chapters four and five of this paper. But there is a 
problem in this area too. For even the definition of practicality depends on a 
basic set of assumptions or beliefs, and if a reader does not share with me the 
assumptions about human behavior, human desires, and human needs, then it 
is highly unlikely that he will share with me the conclusion that what follows is in 
any way practical. 
There is a cluster of beliefs - sometimes difficult to distinguish from 
one another, which I offer as the foundation for my practical reasons for an 
affective program. I believe that the attainment of inner contentment, inner 
peace, freedom from anxiety, ^ acceptance of self, whatever one chooses to 
^Although there are many strong cases made for the value of anxiety there 
are at least as many made which see anxiety as a crippling condition. Following 
are some recent works which take the latter position and derive their data from 
educational settings: Lewis Breitner, "Anxiety and the Self Concept, " University 
of Massachusetts, 1969; S. B. Sarason, et al., "Test Anxiety and Blame Assign¬ 
ment in a Test Situation, " Journal of Abnormal Psychology, 1955, 50, 335-338; 
F. D. Horowitz, "The Relationship of Anxiety, Self-Concept, and Sociometric 
Status Among Fourth, Fifth, and Sixth grade Children, Journal of Abnorngl 
Psychology, 1962, 65, 212-214; McCandless, "Anxiety in Children m Social 
Status, Child Development, 1956, 27, 385-92. 
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call the range of feelings covered by the above terms, is "a consumation 
devoutly to be wished. M I believe that it is good for people to like themselves, 
and to feel that each is important because he is a human being. I believe that 
part of what man calls human is his uniqueness, and because he is unique, he 
is entitled to a unique set of responses to his world. 
I believe that an affective program frees people to feel. They become 
aware of their humanness. They get support for the assertion of their beliefs. 
They become conscious of the several forces within and without them which 
contribute to their behavior, their knowledge, their feelings, and their beliefs. 
As they come to accept the legitimacy of their particular interaction with their 
environment, and accept the fact that others may have different interactions 
and therefore different behaviors, different knowledge, different feelings, and 
different beliefs, which are, however, equally legitimate, they become more 
comfortable with their own and other's uniqueness. They can tolerate many 
different perceptual frames, points of view and sets of assumptions. 
A teacher who comes to see himself in these ways will necessarily 
model a different behavior for his class than a teacher who does not. For one 
thing, the teacher's comfort with himself will be apparent to all who see him, 
and that, of course, includes the children. He will be less tense, more 
relaxed. He will be less governed by a schedule to cover ertain material, 
more willing to respond to the dynamics of the class. He will recognize that the 
people in his class have brought with them a wide assortment of histories 
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which are personal and very real, and that some of those histories contain 
unresolved problems, both joyful and fearful expectations for the future, and 
anxieties about their power to influence or alter their history as it develops 
around them. He knows that some will bring a need for support, while others 
will bring a need to be left alone. As he demonstrates his sensitivity to these 
differences and his willingness to accommodate whatever needs he feels 
comfortable working with, the class or whoever he interacts with, will begin to 
trust him, and move toward more open behavior. 
As he stops playing games with them, and here I use "games" pejoratively 
(Berne, 19 ) they will stop playing games with him, with each other, and with 
themselves. If he stops trapping them like Perry Mason traps a witness, they will 
stop trying to put him on: "Mr. Jones likes class participation, so talk a lot, 
even if you don't know what you're talking about," or "What kind of a paper does 
he want?" The consequences of gaming behavior is that people get so skilled at 
playing that they forget why they're playing and never bother to find out. The best 
player is the winner, but the price usually turns out to be tragically disappointing. 
He is envied by a few, constantly challenged by those who think they can play 
better, he must constantly stay on guard. He depends on the approval of others 
and must continually have the approval restated by everyone who will do it. In 
Catch 22 Colonel Cathcart is an advanced player. He is plagued, however, by how 
others above him will see his activities. He has divided their responses into two 
categories - feathers in his cap, and black eyes. He volunteered his group 
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to blow up a bridge - clearly a feather for his dedication and fervor. The 
group failed seven times - clearly a black eye. When Yossarian was to blow 
up the bridge, he missed on the first run, but got in on the second. They lost a 
plane, however, on the second run. The colonel was caught between the horns 
of a dilemma - promote Yossarian for blowing up the bridge, or court martial 
him for losing the plane. A feather? A black eye? Both? 
When the goals for each person becomes clear - and Arthur Combs puts 
them together this way, "Everyone is always motivated to be and become as 
adequate as he can be in the situations as he can see them," (p. 16), there is 
little need for the gaming as most of us have experienced it. As a matter of 
fact, when the goal of the teacher becomes the presentation of perceptual frames, 
or in my case a particular cluster of perceptual frames which I believe allow for 
the greatest growth and nourishment, specific accumulations of information, 
though still of great importance, becomes less important than helping the student 
become more adequate in a perceptual frame that promises inner peace, freedom 
from anxiety and the other conditions I mentioned earlier in this chapter. 
This to me is what the whole relevance issue is about. As the school 
and particularly the teacher tune in to what the learners want to know, and want 
to become, and the schools can believe that the learners are capable of choosing 
and chose from an adequate number of alternatives, then the boredom problem 
will be drastically reduced, and with it, much of the disruptive behavior. 
I believe that the single most convincing reason for implementing an 
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affectively oriented teacher-training program is that when these teachers carry 
their learnings and behaviors into the classrooms, when they treat their 
children as unique human beings with feelings, desires, and needs which are 
unique to each child, then the likelihood of these children becoming what they 
want to be, of their moving toward self-actualization, of their becoming open, 
honest, caring and trusting individuals is greatly increased. If these conditions 
should exist, it seems to me that the real "product" of the system will more 
closely resemble the fantasy "product." Most people who write the goals of 
formal education say that they want the students to become independent, 
creative, thoughtful, responsible to himself and others, honest, trustworthy, 
decisive, and respectful. The list can probably be extended for pages, but 
that's not the point. The point is that in the vast majority of our schools there 
is almost nothing in the curriculum, in the structure of the process itself, in the 
behavior of teachers and administrators which serve to accomplish the desired 
ends. 
Some of the bitterest critics suggest that the real ends of formal 
education are quite different from those listed above. That in fact many 
educators and leaders in our culture do not want to cultivate inquiring minds, 
free spirits, genuine creativity, or imaginative approaches to the problems 
which face the future. I suppose there is ample evidence to support that 
thesis, but I find it destructive to me to accept that particular fiction. I seek 
to explain the confining and constricting behavior of some teachers as the 
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result of their own threatened existance, and if their perceptions can be 
changed, if they can accept a new fiction, then their human aspirations may be 
recognized, and new processes, strategies, skills and learnings may then 
be useful to help them move towards realizing their human goals. 
For the teachers who have engaged with us in this program, both the 
graduates of the program and the teachers who worked with our people in the 
field, the achievement of clarity of their own goals and purposes, of their most 
effective interactional patters, of their behaviors they wish to support and 
strengthen, and of those they wish to replace, are just some of the many 
rewards which have been experienced already in our rather limited program. 
They feel good about themselves - they like themselves more than they did 
before, and to me, that fact is extremely important. My own experience 
convinces me that those who like themselves are truly able to like others, and 
the converse is also unfortunately true - that those who don't like themselves 
cannot truly like others. 
Admittedly, liking oneself and others is only one step towards 
community, but a very important one. Liking, trusting, caring and all the 
other goals outlined above in the essay have been in some degree, realized. 
I fully expect that the program, run as outlined - with the changes which are 
a natural part of a dynamic program,- will not only help many people make 
that important first step toward actualization, but will move them well into the 
process. 
AFTERWORD 
Finally, I feel;ihatii.have.an ct>M«*at.jon.to respond to the question, "So 
what?" And this is perhaps the most difficult task that I can set myself at 
this stage of my growing. An easier question might be, "What comes next?" 
or "Where do we go from here?" Either of these can be answered within the 
context of the same fiction or set of fictions. Believing as I do, that all of the 
assumptions about human behaviors and human values are true, it would not 
be particularly hard to envision a dynamic community in which, after a 
generation or so, might embrace surrounding clusters of people, and helping 
them to move toward their own actualization. But I find that prospect in some 
ways too superficial to warrent the effort, and in others, too profound to 
begin. 
Any attempt to come to grips with the incredible number of variables 
which are necessarily introduced when one begins to contemplate a wide 
application of any system must either ignore the possible consequences of the 
various combinations of forces these variables represent which come to bear 
on human behavior, or become swamped in the almost infinite tangle of people 
and the events and history that engulf them. 
The easy way to handle such a problem is to stay away fiom the 
concrete application of the theories, at least in any degree larger than the 
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particular individual handling the problem can manage by himself. I use the 
term manage as I did earlier in this essay to mean something to which he 
can see the beginning and at least imagine the end. 
In my case, the manageable problem falls within the confines of an 
undergraduate teacher-training program at a university. I can deal with the 
administering of such a program, and participating in it as part of the staff. 
I can see also the inclusion of an in-service program which has essentially the 
same goals and processes, but would exist first for the cooperating teachers 
who work with our program, and then to include whatever teachers who want 
to work with us from any of the schools with which we work. Beyond this I 
can envision conducting workshops and summer programs for the faculty at 
my own university, and for whatever groups make demands on the resources 
of my staff and my own personal resources. The limits of what I can do and am 
willing to do will be determined by my assessment of whether what I am doing 
or contemplate doing is contributing to my own growth, whether it is a nourishing 
experience for me, or if it is inhibiting or distructive to me. 
The more difficult question of "So what?" involves the assessment of the 
fiction. In Chapter three I include a quotation from Neitzsche, "The falseness 
of an opinion is not any objection to it" the only relevant question is, ’ How 
far the opinion is life-furthering, life preserving, species preserving." I 
find the general concept quite comfortable, but I am plagued by the question 
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"How do I know?” I can answer, I won't know until I try, but that position 
has fearsom potential consequences. I remember a cartoon in a New Yorker 
magazine of several years back. It pictured one general saying to another 
concerning nuclear explosions in space, "How do we know it will disturb the 
Van Allen belts unless we try it?” Perhaps that is absurd, but my paranoid 
feelings sometimes allow me to doubt it. More realistically, I don't want 
that model applied to the decision about the pipeline across Alaska, the use of 
pesticides, or the dumping of waste into the waterways of our planet. It was 
with the best intentions that doctors placed premature infants in incubators 
filled with oxygen. There were no motives of profit or even fame - only the 
preservation of life, but the consequence was blindness for many children. 
It is with great humility and some trepidation that I allow myself to 
share in the development of experimental programs which influence the lives 
of people with neither the freedom to choose whether or not to participate, nor 
the experience to make an intelligent choice if it were given them. Being in the 
middest is indeed a damnable position, but it’s all we have. I find myself back 
at the point where I began my first chapter - the point of beginning. 
In Neitzsche’s Beyond Good and Evil, he talks about a process of trans¬ 
valuation. He says that if there is no guiding force operating on the human race 
from without, then we are in the position of having the incredible freedom and 
awesome power to introduce value into the world. Not only can we introduct 
* it, but we can change it whenever it suits our purposes. Value for Neitzsche 
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came from the very process of creating and destroying and re-creating his 
world - not just value, but joy! Neitzsche was able to resolve for himself 
the problem ^ responsibility for another, or even an 
obligation to respect another's humanness. His solution though stated more 
brutally (in terms of slaves and masters) than that of Fritz Peris is not very 
different. Peris' Gestalt prayer which has been affixed to a variety of lovely 
posters which seem to express only the positive implications of his position. 
The prayer goes: 
I do my thing, and you do your thing. 
I am not in this world to live up to your expectations 
And you are not in this world to live up to mine. 
You are you and I am I, 
And if by chance we find each other, it's beautiful. 
If not, it can't be helped. 
And, I confess, I am wooed by those same positive implications. Independence 
of spirit, freedom to be what I am and to become what I want to become, free 
to act and assess my actions by my own criteria, and therefore free from the 
assessment of others and their criteria. What makes this statement so 
attractive is a set of assumptions similar to those set forth in this paper. It 
seems that those people most enchanted with the prayer believe that man, when 
free, is essentially good. Rather Marxian as well. But the statement does not 
articulate those assumptions, and without them, the consequence is intellectual, 
spiritual, and social anarchy. I am currently unwilling to accept that consequence, 
yet I am fully aware that at this stage of our cultural evolution, we have no way 
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of knowing whether one assumption or set of assumptions is any more valid 
or useful than another. 
Very -end ol Joyce's iVitrjiit, Stephen is discussing the 
potential consequences of his decision to abandon his homeland, his family, and 
his church in pursuit of his art. He says to his friend Cranly, "I do not fear 
to be alone or to be spurned for another or to leave whatever I have to leave, 
And I am not afraid to make a mistake, even a great mistake, a lifelong 
mistake and perhaps as long as eternity too, M (p. 247). 
My own decision is the same in kind if different in magnitude. At the 
close of the novel Stephen writes in his diary, 1TWelcome, O life! I go to 
encounter for the millionth time the reality of experience and to forge in the 
smithy of my soul the uncreated conscience of my race, " (p. 253). My goals 
are not so great, nor my art so fine, but for my own salvation, and my place 
in my fiction as a helper of the species, I have chosen this course. 
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CLAY PLAY 
In this activity, the students are divided into small groups (3-5) and 
given the task, "Make something together without talking and let me know when 
you're finished. " The clay may be placed in one lump in the middle of the work 
space, or it may be distributed either evenly or unevenly by the leader. (This 
allows for some interesting questions about distribution which can get at 
attitudes and assurrp tions about roles - see questions below for elaboration). 
The teacher then leaves the students alone. When he is told by the group that 
they are "finished, " he isolates that group with their creation and asks a series 
of questions. The following list is a sample. 
1. (asked of each individual of the group.) Tell me as precisely as you 
can what the task was. (Frequently several of the students have to 
be asked this before an adequate answer is given. 
2. Tell me what happened - How did the group proceed? 
NOTE: If the group in fact worked together, the following questions 
are asked. If the students worked separately, skip to question 11. 
3. Did a leader emerge ? - Someone who determined the direction of 
the project? 
4. If yes, who was it? 
5. Did you approve of the plan the leader presented? 
6. If no, what did you do about it? 
7. How did it make you feel? 
8. As the project developed, did you have an idea of what it might 
become ? 
9. If yes, did it happen at more than one stage of the development? 
10. Were your ideas realized? If yes, if no, did you do anything about 
it? How did you feel about the lack of fulfillment of your idea(s)? 
NOTE: If the group worked as individuals and assembled their 
contributions at the end, the following questions are asked. 
11. How does what you did fulfill the task? 
12. Was there one assembler? If yes, who was he? If no, how did the 
creation come into being? 
13. Once the assembly began, were there modifications to your 
contribution? 
14. Who made them? How did you feel about them? 
NOTE: The following questions are for both groups. 
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15. Do you think everyone worked construtively toward the goal 
once it was established? If no, did you? Why or why not? 
16. Were there non-suoportive or hostile members of the group? If 
• •■who? 
17. Are you completely satisfied with the final construction? If no, 
why then did you agree that the job was finished? 
18. Are there elements of the final construction that are recognizably 
yours? If no, how do you feel about that? If yes, have they been 
modified? Are they functioning as you hoped they would? 
19. Do you think this has been a useful activity? What, if anything, 
did you learn from it ? 
This activity has served as a device to get to ceremonial language, 
leadership, responsibility in a group, goal decisions, and many other areas of 
human interaction. 


